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Chapter 1

INTRODUCTION

Significance of the Problem
Human relations training has been a controversial topic since
its inception in the 1930's. However, despite the fluctuations in popu larity, human relations training has, in the last forty years, remained
a vigorous area of management development training, both in industry
and in education.
The extensiveness of human relations training was documented
by surveys conducted in the 1960's. Ly sa ug ht (1961 : 241) estimated
that 85 percent of the industrial firms in the United States had on-going
educational programs, and one survey disclosed that of the over 500
diverse industries surveyed, 64 percent had formu. l human relations
training programs (Mumma , 1962) .
In 1962, the United State Department of Labor conducted a
survey of 8,000 businesses repr esenting more than SO percent of the
working population and found human relations t raining programs
in 25 percent of the firms with 20 to 99 employees, in 70 percent of
the fi rms with 500 to 999 employ ees, in 85 percent of the firms with
1, 000 to 2, 499 employees, and in 96 percent of the firms with over
5,000 employees (Franke l, 1966) . In 1966, a Wall Street Journal
article reported that more than 500,000 managers attended some type
of management development program that year --almost twice the
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number as in 1961. If the trend continued, doubling each five years,
close to two million managers were similarly involved in 1976.
A Fortune magazine editorial (October, 1972: 167) emphasized
that more than 80 percent of the top 500 corporations had some on·-going
training efforts focused specifically on improving human interaction.
Fortune estimated that almost a billion dollars was spent annually .
by Americans attending seminars, sponsoring sp eakers, buying books
or renting packag ed programs . All these activities clearly demonstrate
that people are interes ted in relating b etter to those with whom they
associate.
Universities, even high schools to a lesser extent, are heavily
involved in formal human relations training, offering many courses
which directly or indirectly deal with hu man relations. At Brigham
Young University, hundreds of students take human relations courses
every year. Thous a.nds take cours es wtich aim, in part, to increase
the student's ability to relate effectively with others.
How effective is this extensiv e huma n relations effort? The
reliability of the claims made about the effectiveness of hurna.n relations training is a highly releva nt and debated topic. The issue of
effectiveness has been frequently rais ed, but infrequ ently studied,
arid the claims made for human relations training have been seldom
validated by good experimental studies . Considering the v ast amount
of time and money spent on human r elations, this lack of validated
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studies is a serious indictment of the managerial and social scie nces .
Michael A. Raphael and Edwin E. Wagner (197 2) surveyed human
relations training and evaluation programs and concluded that very little
serious evaluative effort had been given to the question of effectiveness. Twenty-five years ago, one of the standard traini-:-ig texts by
McGehee and Thayer (1961: 14) stated:
We cannot rely on the opinion of experts , the
enthusiasm of our trainees, the acceptance of top management and logic alone to answer these questions. Empirical
research--decades of research--is necess cry.
Similar and more recent viewpoints have been expressed by
Tiffin and rv'!cCormick (1965) and Campbell, Dunnette, Lawler and
\Neick (1970) .

Human Relations Training and
Religious Education
While not id entica l, the goals of human relations training and
religious education overlap. They both deal with character development. The rhetoric used to describe these goals may differ, but many
of the concepts und erlying t he words are similar. For in stonce , in
human relations training , a great deal of emphasis is given to the
develop ment of social skills, such as the ability to listen and empathize
with another. In religious education, empathic ability is also basic
in le arning to serve and love one another, but may develop more from
giving service than from a ny particular training.

4

Traditionally, religious educatio n focuses primarily on the
scriptures and on understanding me1n and his relationship to the Lord.
Religious education deals primarily with theology, doctrine, and church
history, and secondc.rily or obliquely with human relations. Howev er ,
the internalization of theology and religious pri nciples is manifested
in relationships with other people. Work in the church, such as
missionary work and leadership activity , is fundamentally based on
the ability to get along well with others. Thus, successful religious
education necessarily embodies social, emotional, and moral development.
To date, very little research has b een dir ected to th e moral
dime nsion resulting fro m human r elation s t ra ining. This study will
add that dimension and attempt to assess the effect s of human relations
training on th e social, emotional, a nd moral d evelopment of stud~nts,
with particular emphasis on human r elations training based on
r eligious principles .

Outline of the Dis sertation and Summary of the Main Points
Chapter 2 of this dissertation r eviews the human r e lations
literature and includes a survey of methods together with a discus sion
of findings on the subject of training effectiveness. A careful examina-tion of the literature revenled four conclusions:

(1) there is a felt

need for human relations training; (2) human relations training has
proliferated in both education and industry; (3) the effectiveness
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of human rela tions training has not bee n generally eva luated (in addition,
most of the eva luations which have been reported are methodologically
weak and the conclusions inc onsistent ); and (4) th ere is evidenc e
tha t certain kinds of human relations training are effective.
The fundamental question, t herefore , is 11 Wha t kind of human
relations trdining is effective? 11 This dissertation is one attempt to
measure and report th e effectiveness of two different human relations
training approaches (trad itional and stewardship ) on the social,
emotional , and moral d evelopment of students . The traditional approach,
wh ich will b e explained more precise ly later, is similar to one used
in many industrial and ed ucational settings . Th e stew ardship
approach i s an attempted integration of religious and behavioral
science principles.
In order to better defi ne the relationship between human relations training and r elig ious ed ucation , pertinent litera tu re in religious,
va lue , and moral education will b e reviewed. It will be evident that
much, but certainly not all , of that which is regarded as religious ,
v a lue , and mo ral education essentially c omprises thr ee different maps
of the same territory .
Chapter 3 prE:sents the r esearch design a nd methodology for
data gathering. Subjec ts were 222 BYU undergraduate stud ents
enrolle d in an introductory organizatio na l behavior course. The
t reatments involved t wo different human r elations training approaches.
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The same in s tructor used a stewardship ap proac h in t wo oxperimental
groups and a tr ad itiona l approac h in two contr ol groups. Four data-·
g a the ring instruments were emp loyed : pre- an d postte st questionnaires .
case study observation, course evaluation, and interviews. Ques tion ·naire s , eliciting both self-report a nd p eer-report, and course
evaluation instruments were u sed with a ll 22 2 stud ents involved in th e
huma n r ela tions train ing to te st the effect of the training on their social,
emotional, and moral development. All 4 d ata-g athering in s truments
were used on 80 of the 222 students in a Sol omon Four-Group
Expe rime nta l Design to show the effects of the t wo treatments on the same
social, emotional, and moral var iabl es. Half of the students wer e
prete sted the first week of the semes ter , and all s tu den ts were tested
at the end of the 14·-week period.
Obs ervation data on students handling a case problem was
ob tained by having six graduate students observe the effectiveness of both the experim e ntal and contr ol gro ups in handling a case
problem and in a role-play situa tion. Using an evaluation form,
the stu dents were rated against fi ve criteri a of e ffe ctiveness .
Course evaluation data was gathe r ed by having all the s tudents
evaluate their huma n rela tion s training E'X perience on a form provid ed
for them.
Data also came from int erviews with the students undergoing
the training. All of the subjects in the exp er imental groups and 80
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percent of the subjects in the control groups ,,v ere personally inter viewed by the instructor. The interviews provided an opportunity
for the students to express their feelings and describe what they had
learned .
The results of the data analysis are presented in Chapter 4.
An analysis of variance with the questionnaire data showed human
relations training had no statistically significant effect on the
social , emotional, and moral development of students, regardless
of whether the traditional or the stewardship approach was used.
The case study, course evaluations, and interviews showed
the stewardship approach to be slightly superior to the traditional
approach in terms of its effect on c ooperation , problem solving, goal
selection, gospel k nowledge , and commitment to live the go spel.
Ch apter 5 discusses th ese findings and proposes a further
study to explore more precisely the differences suggested by this
study.

ABBREVIATIONS AND DEFINITIONS

Because there are many terms and abbreviations used in this
study that would not b e familiar to t hose not directly ass ociated with
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The Chu rch of Jesus Christ of Latter-day Sa ints, it will be nece ssary
before proceeding to defin e the follo wing te rms.
1.

The Chu rc h of J esus Christ of Latter-day Saints:

this

name refers to the church organized by Jos eph Smith on April 6, 1830,
and is commonly calle d the Mormon Church. The Church of Jesus
Christ of Latter-day Saints will herecfter be r eferred to as
and its me mb er s r efer red to variously as
11

LDS, 11 or simp ly
2.

11

11

11

the Church 11

Latter-day Saints,

11

"S aints , 11

members of the church. 11

First Presidency:

the First Pr es idency of t he Church

consists of the President of the Church and his chosen counselors.

It is the supreme go verning body of the Church.
3.

church: th is t erm means any non -LDS religious denomina-

4.

Gospe l:

5.

The standard works : the standard works of the LDS

tion .
the teachings of Jesus Christ.

Church are comprised of the Bible, the Book of Mormon, the Doctrine
and Cove nants, and t he Pearl of Grea t Price .
6.

Scriptures:

in an LDS context,

standard works; in a non-LDS context,
7.

11

11

scriptures 11 refers to the

scriptures 11 refers to the Bible.

Missio nary : the te rm us e d to describ e those men and

women who voluntarily serve unpaid 18-month or 2-year pros elyting
missions for the LDS Church.
8.

Journal of Discourses: a collection of speeches by

Ge neral Authorities of the Church.
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9.

Stewardship:

a teaching approach , procedure or method

b a sed on goal selection and accountability and conn e cted with religious
principles in the LDS Church.

10.

Priesthood:

authority to conduct, lead, and administer

ordinances; given to all ~vorthy LDS men over age of 12. The
Melchizedek Priesthood is given to all worthy LDS men over the age
of 18.
11.

Auxiliaries:

organizations within the LDS Church for

special groups of p eop le--·women , children, youth--or for a special
purpose fo r a ll groups, such as Sunday School.
12.

Seminary and Institutes:

week-d2y youth religious

instruction and activity program in the LDS Church Education System .
13.

Solomon Four-Group Design:

a research design using two

experimental groups and two control groups, wherein one of each
experiences a pretest a nd a postte st and the other two groups receive
a posttest only. The advantages of this des ign are elaborated on in
Chapter 3.

Chapter 2

REVIEW OF LITERATURE ON HUMAN
RELATIONS T RAINING

The purpos e of this chapter is t wo-fold: first, to r eview the
lite rature on human relations training, mov ing fr om a historical p erspective to an examination of the k i nd s and r elative effectiv e ne ss of
h uma n relations t raining; and , second , to examine the major tre nds
in religious, value, and moral ed ucation and their interconnections
with human relations training .

HISTORICA L BACKGROUND

Early Beginnings
The first r e cord ed i ntir:1ation of human relati.ons training is
found in religious history . The Lord instructed Adam and Adam
instructt~d his children in the Gospel of J esu s Ch r ist, which Gospel.
conta ined the principles of both divine and hu man relationships.
Thus in earliest religious history man ' s relationship with God the
Father was inseparab ly connected to man 's relationship with man
(G en . 2, 3; Moses 3 , 4, 5).
Eventually the Lord codified t he basic laws of divine and human
relations into t he Ten Commandments, the first four of which d eal
with man's rela tionship with God, and the las t six of which conce rn
man's relationship to man (Deut. 5: 6-21) . From Old Testam e nt tim es
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down through the writing s of Christ 1 s apostles , the tren d c ontinu ed;
sensitivity, compass ion, l ove , and integrity in human d ealing s were
a major thrust of religious teaching s . Imp roved human relations became
either a prerequisite to or a consequence of an edifying r elationship
with God, each responding to the oth er in an interlocked, spiraling
reciprocity.
The universa lity of hu man relations training ca n a lso be demonstrated b y simple reflectio n on the human condition. Every man 1s
basic h uma n relations training occ urs in hi s home. In his ea rly, formative y ear s , he experiences hu man interac tions and forms a ttitude s
and h abits which may last a lifeti me .
Ther efor e , an adequate review of literatur e on human relation s
training shou ld ideally includ e the literature in theology and philosop hy,
in sociology, anthropology and psychology , as well as communica tions ,
organizationa l behavior , management d evelopm ent , a nd (so-called )
formal human r elation s training. Such a sweeping scope is, of cours e ,
beyond the focus of this proj ect. However, it is importa nt to the perspective and later interp reta tion of thi s study to acknowledge at the
outset th a t the He ld of human relations training is exceedingly broad
and dezp, and interwov en with almost every a r ea of thought and action.

History of the Modern Huma n
Relations Movement
Of more imme diate r eleva ncy to this study is t he literatur e
summarizing the history of the modern human relations mov ement.
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Saul W. Ge llerman, in The Management of Human Relations (1966),
discussed three historical factors unde rlying the human relations
movement today: the reform movement which resulted from the social
clashes caused by industrialization, the increased demands for personal
satisfaction stimulated by technological development and higher educational levels , and the research and creativity sparked by the advent
of professional manc.gers.

The Reform Movements. According to Geller man , the structural
chang es in the economy caused by the movement of la bor from agriculture
to industry were basic and forced people tog ether in new , and often
traumatic , ways. A growing class consciousness resulted in increasing
conflicts and human relations problems, particularly between la bor
and management .
Many industria lists exercised unilateral and arbitrary authority
over the workers, often in calloused and exp loitative ways. Reactions
took many forms, but eventua lly a climate of public opinion d eveloped
which directed attention to the rights of workers and many reform
movements b egan t o articulate and implement these rights. Legislation
was enacted and l c.bor unions emerged , both of which served to protect
the interests of t he laboring p eople.
The se reaction and reform movements neutra lized the effect
of pure power or positional authority , and created instead a nec essity
to r ely on other forms of human influence: persuasion, discussion,
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meaningful t wo-way c omm unication, and the cultivation of t rust and
teamwork.

Technology and Education . Mass primary education, introduce d early in the United States , inte racted with both increased
technology and economic grov,r th to bring about greater social mobility
and geographic mobility, the net result amounting to what might be
calle d a motivational r evolution. Increase d edu cation and economic
independence activated n ew needs. People had a greater ne ed to understand how their job fit into the broa der context of the i ndustry and
of society. Peopl e wanted to kno w not only what to do but why. They
wanted variety, growth opportunities , challenge, and new forms of
recognition. Status symbols b ecame far more important. As

c>.

r esult ,

different forms of compensation plans proliferated. Job rotation and
job enrichment techniques provided recognition in terms of job assign ment.
In effect, Gellerman contended tha t the entry into the labor
force of large numbers of highly E'J ducated men and women caused
a complete rethink ing of many of the time-honored notions about how
to satisfy employees.
Management Education and S9cial Research, As family
business es becam e larger and more comp lica ted, management became
a specialty. Professional managers focused more on results than on
the prerogatives of managing and the r efore w er e willing to experiment
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and innovate. They were open to n ew id eas and were enriched by
their classical training in economics, sociology, psychology and mathematics . The connection between business and the universities was
strengthened, to the benefit of both. As Geilerman pointed out, this relationship lead directly to a larg e number of research projects in industrial
huma n relations that greatly illuminated the problems of attaining
effec tive cooperation on the job. Gradually managers themselves became
considerably more interes ted in understanding their employees and
using this understanding as a basis for more effective manag em ent.
The factors d e lineated above combined to lay the groundwork for
social research in industry and a widespread acceptance by manag ers
of many human relations concepts which grew out of that research.
Indeed indu str ial sociology has now become an aca demic discipline in
its own right .

CONCEPTS OF THE MODERN HUMAN
RELATIONS MOVEMENT

Some of t h e governing concepts of the modern human relations
movement were d efined by tvvo of the early major social research groups:
the Mayo group (H urvard ) and the Institute for Social Research
(Michigan) .

Mayo Study at the Hawthorne Works
The most significant and the most famous of the social research
studies was conducted between 1927 and 1932 at the Hawthorne works
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of the Wester n Electric Company by the late Elton .Mayo and his associates
from Harvard (Landsberger, 1958) . The Mayo study is historically
significant because it cc1ught the imagination of industrial leaders
and succeeded for the first ti me in popularizing both social research
and the modern concept of effective human relations. A great deal of
subsequent research has used the Hawthorne study as a point of
departure for ideas or interpretations. Mayo d iscovered that the very
fact of receiving unaccustom ed attention during the research process
makes a person or a group more conscious of it self , thus increasing
morale and productivity. Labelled the "Haw thor ne effec t, 11 this r esearch
ph enom enon has subsequently been obs erved in a variety of work
settings, and is one of the main factors to be considered in social
research.
Mayo also found that participation i n decision making h ad a
positive impact on productivity. For instance , h e found that workers
were more productive when they had rest periods, but that they were
also more productive when allowed to sele ct when they took those
rest periods, regardle ss of the amount of rest involved. Mayo concluded
that th e participation in the decision, r a ther than the rest, made the
difference in productivity.
Mayo and his associates conducted over 20,000 separate interviews with workers. The primary insight gained from these
interviews was the discovery of the power and meaning of the informal
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social group. Most of the workers interviewed were unfulfilled both
at work and a t home and found a great d eal of satisfaction in r elating
to fellow workers in a more social a nd inforrnal way. Unfortunately,
manag e ment , which didn't understand the social natur e of the worker,
p erceived these informa l group s as thr ea ts and behaved in ways which
only served to strengthen and reinforce the groups themselve s.
Mayo per c eived the informa l group as a potentially po sitive
forc e for enhancing p r oductivity , especially if the workers wer e treated
with a sense of dignity and appreciation a n d wer e ind eed involved
in s ome of the decisions affecting their working conditions. He recom me nd ed selecting sup e rvisors who wer e interested in and sensitive
to p eople , but h e fores a w the danger of oversimplifying huma n rela tions
and warned against assuming that improv ed hu ma n relations would
be a panacea.
However, b ecause of th e overwhelming numb er of human
relations problems, Mayo's warnings against simplistic huma n relations
solutions were g enerally unheeded. ·Mayo's research thus became
importa nt for another reason. The reactions to his study provid ed
opportunity for conside rable in sig ht into unproductive human relations
programs . Despite Mayo ' s cautions, manag ement r eached hungrHy
for panaceas and cam e forth with an enormous variety of 11 fads 11 in
human r elations. Although th ey varied somew hat in conte nt, these
fads had fou r element s in common:

(1) they pr esc rib ed a set of ac tions
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and responses that presumably engendered g ood human relations;
(2) they built on the assumption that everyone has the same basic
instinctua l needs, which , if satisfied, will make everyone happy and
cooperative; (3) they w e r e se ldom, if ever , bas ed on research , but
rather on the enthusiasm of the ir proponents or on self-evident logic;
and (4) because they were moderate ly effective for a while and usually
h armless, a number of satisfied customers became effective salesmen
in promoting them.
Social researchers, social critics, business writers and manag e rs themselves reacte d cyni ca lly to the hurr.an relations fads and
t echniques , perhaps not recognizing some of the good they contained .
One productive reaction , however , was an increase in research which
revealed that hu man relatio n s problems are very complicated and subtle,
deserving of tough -minded analysi s.

Institute for Social Research
In addition to Harvard University, the Univ ersity of Michigan
has b een chiefly id entified with t he early social research in industry.
After World War II , a group of social sc ientis ts at t he University of
Michigan formed the Institute for Social Re search for the purpose of
discovering and apply ing principles of l eadersh ip and human relations
that were associated with the highest productivity. T hese researchers
fo llowed Mayo ' s lead by inves tigating emp loy ee/ s u pervisor relationships
in a wide variety of work settings a nd by employing more sophistica ted
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research technique s and a more searching analysis of cause-effect
relationships. Most of the research done by the Michigan group was
summarized and interpreted by Rensis Likert (1957), one of the
found e rs of the Institute for Social Research. Likert dr ew four major
conclusions.
1.

A serious concern for good human relations is not a

distraction from the main business of management or profit-making.
2.

When supervisory style is attuned to the needs of employees

and job requirements, productivity is significantly higher than when
it is not.
3.

Sustained productivity is more desirable than short-term

productivity guins which are achieve d through negative human relations
practices, such as threats and pressure tactics.
4.

A responsibl e attitude toward work is a natural and wide-·

spread phenomenon. Disbelief of this idea is caused by unwise
supervisory tactics which can easily supress a responsible attitude
altogether. Management should demonstrate respect for an employee's
ability to be responsible for his own work by letting him control it.
This involves keeping him informed of the environmental factors which
may impact him, and consulting him about matters which affect the
day-to-day flow of his work . In short, it means taking the employ ee
into partnership with manag ement--not necessarily a partnership
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of ownership, but a partnership of participation in the planning that
directly affects the employee ' s job.
Likert's fundamental recommendation was for management
to create the opportunity for meaningful participation by the worker
based upon genuine faith in and respect for the worker and his potential.
Thus in summary, the research of Mayo and the Institute
for Social Research contribute d the following basic concepts and insights
to the modern human relations movement .
The Hawthorne effect is common and must be carefully controlled
in social research.
Participation in decision making frequently has a positive impact
on productivity .
Informal social groups can b e powerful and meaningful , and
have the potential to enhance productivity.
Fad human relations programs are generally u seless .
Research and tough-minded analysis are needed in human
relations training.
A serious concern for good human relations do e s not detract
from productivity.
Productivity is significantly higher when employee needs
are met.
Positive, sustained productivity is preferred over negativ ely
induced short-term gains.
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HUMAN RELATIONS TRAINil\JG METHODS
AND TECHNIQUES

So far this chapter has presented the historical background
a nd the early, principal, research-based concepts of human relations
training. Attention is now t urned to the central problem of human
relations training:

th e training methods and techniques used to impart

the principles and attitudes of good human relationships. An awareness
of these t echni.ques and their relative effective ness will be helpful in
unders trnding the review of human relations training pres ented later
in this chapter .
A review of t raining methods and techniques by Campbell ,
Dunn ette , Lawler and Weick (1970) fell roughly into three categor fos
which th ey labeled (1) Information Preser.tation Techniques, (2) Simulation Methods , and (3) On-the-Job Practice. Specific training methods
will be discussed under each of these categories .

Information Presenta tion Techniq ues
The purp ose of these techniques is to t eac h facts, concepts
and principles , to inculcate attitudes and to develop skills without
requirin g either simulate d or actual practice on the job itself. The most
common methods u sed to achiev e these ob jectives are lecture , conference,
T-·group, laboratory ed ucation, programmed instruction, motion
pictures, and reading lists. Each will b e dis cu s sed in turn.
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The lec ture method is th e most trad itional and popular t eac hing
method , generally considered effective in covering material and getting
across information rapidly. Most exp erts agree, however , that it is
relativ ely ineffective in c hanging behavior , inculcating attitud e s and
d eveloping sl:ills. It makes no provi sion for individual difference s on
the part of learners; it i s very difficult for l earners to obtain feedback
regarding the ir progress; and there is lit tle opportunity for learners
to be involved in the process . However , it is a n economical met hod
and affords a n opportunity for a master t eac h er to p rovide a model of
in spir a tion and scholarship for his stude nt s .
The co11lerence method focuses on small grou p discussion , with
t he l eader providing some guidance and feedback rather than instruction.
Th e opportunity for involvement i s much greater, but t he material cover e d
is u s ually less than with the lecture method. The conference method

is one of the first products of the reaction ag a inst the lecture method.
It h as consid erable flexibility. Larger groups can b e div ided into smaller
groups, sometime s called buzz groups, for eve n wider participa tion
in discussing topics such as commun ica tion, supervisory t echniqu es ,
and general approaches to problem solv ing and decision making.
Represen tatives from t he smaller buzz groups are oft en chosen to report
back to the larger group.
The lecture method and the conference method tog ether com pris e the backbone of many human relations training programs.
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The T-g roup or sensitivity training met hod is a direct desce nd ent
of the conference technique with its emp h asis on small groups and
individua l involvement. However, the subject matter for discussion in
the T-group is the actual behavior of the participants them selves. They
focus on the

II

here and now" rather than abstract theory and principles.

The norm is to communicate openly and honestly one• s thoughts and
fe e lings about what is happening in the group, or regarding what others
are saying or doing. The obj ectives of this kind of training have be en
stated by many, including Argyris (1964), Bradford, et al. (1964),
Schein and Bennis (1964), S hep herd (1964) , and Tannenbaum, et al.
(1961) . T-group t raining strives to develop a n increased understanding
of oneself and others; to improve the ability to listen , and to give and
r eceive feedback; to create an und ers tanding of group processes; to
cultivate attitudes of openn2ss, authentic communication , tolerance,
and understanding; and also to provide a safe environment in which
l earners can experim e nt with new behaviors and receive feedback
regarding them . T-groups were popular and fashionab le during the
1960 1 s, but have b E·come much less so in the last few years. Many
have criticized the extreme forms T-groups have taken.
Laboratory education usually has at its heart the T--group, but
a lso includes short l ectures and group skill exercises in an attempt
to give both a theoretical framework and some specific training skills.
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Many of the numerous variations of T-group and l aborato r y
training d e signs hc.ve been described by Bradford et a l. (1964 ) and
Schein and Bennis (1964) .
Programmed Instruction is becoming an incr easingly popular
method of presenting material. This method deals effectively with some
of the difficulties found in the lecture method. The l earner can go at
his own pace; he receives feedback on the process continuously and
he is actively involved throughout. The technique involves defining
what is to be l earned , dividing it into its component elements and then
arranging those elements in an optimal sequence for presentation and
learning .
Many human relations training programs involv e the use of
motion pictures at one Ume or another . Som2 of these films are designed
to be interrupted at certain stages so that the participants can discuss
the issues raised. Many of the pictures portray experts in the field
who present in capsule form their basic ideas followed by some dramatic
presentation of how those ideas work.
Most human relations programs includ e some outside reading
of articies or books to supplement the cbssroom or seminar tra ining.

Simulation Method.'~
Simulation methods include the techniq ues in which the train ee
is presented with a simulated or artificial representation of some
aspect of reality and is involved in reacting to it as if it were real.
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Simulation methods include the case method, the incident method ,
role playing, business gam e s, the "in 11 basket technique, and skill
exercises.
The case method is a widely used techniq ue wherein genuine
or hypothetical situations are described, leaving issu es and problems
to be discussed and solved by the learners . This method encourages
a great deal of involvement and brings

11

reality" into the training. Learners

have the opportunity to identify and analyz e the problems , to select
and prioritize obj ectives, to identify a nd evaluate alternative solutions,
and finally to make a decision and plan the steps implementing it.
The incid e nt method is closely related to the case method.

It usually involves brief but basic informa tion and gives opportunity
for the l earne rs to ask q uestions of t he tra iner to secure additional
necessary information before attempting to analyze and solve the
problems involved.
In role playing, learners are involved in acting out the roles
of individuals described in a particular situation , case or incident,
as though they were the actual people involved . Opportunities for feedback, for shifting roles , and for alter n ating between participant and
observer are often provided.
Ofte n the case or incident methoc. is combined with role playing
so that l earners are required to deal with the realities of a simulated
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situation in i.'11plementing the various solutions proposed at the end of
the case discussion.
Business games are exerc ises or games which attempt to simulate the decision-making functions of people in organizations. Decisions
are fed into a

II

reality" programmed computer which in turn prints out

certain outcomes which then becom e the data base for the next decision.
Lengthy critique meetings are usually held at the conclusion
of the games to analy ze group interaction and decision-making processes,
to provide feedback to participants, and to develop insight into problem
solving, human relations, and communications processes.
The 11 in 11 basket technique is similar to role playing since
the learner or trainee is given a description of a managerial role he
is to assume and then is confronted in his

II

in II basket with various kinds

of correspondence or information , such as a customer complaint. He
is then asked to work ou t a realistic solution to the problem and put
the solution into operation. The strength of this kind of training is in the
follow-up discussions which allow the trainees and the trainer to evaluate
and interpret what happ ened and why.
There are literally scores of small exercises or games which
simulate the real world, providing an opportunity to practice human
relations skills and to analyze the exper ience after the game is concluded.
For example, one popular game, called "Win As Much As You Can,"
divides l earners into teams of two people each and asks them to make
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a series of decisions 1.Nith the goal of winning as much as they can.
The long - term scoring process rewards those who cooperate rather
than compete, but since most people have been conditioned into thinking
that winning is beating, they approach each decision with a short-term
competitive mentality, only to discover eventually that in attempting
to compete they lose. When they are allowed to commu nicate, they usua lly
collectively decide to cooperate, but out of II greed II some break their
commitment. Trust is then destroye d, communication processes
deteriorate and the competitive mentality is aroused. An enormous
amount of material is produced for analysis and discussion. Such a
game telescopes many of the issues in life and teaches the delicate nature
of trust, how interwoven trust is with communication, and the futility
of thinking comp etitively in cooperative relationship s , such as family
life or in d eveloping an effective business t eam.

On-the-job Training
On-the-job training basically involves the opportunity for the
learner to practice the actual task to be performed and to receive some
feedback regarding his effectiveness. Various techniques in this
category are used, including job rotation, on-the-job coaching,
specialized committee assignments, and performance appraisal.
On-the-job coaching is the most commonly used human relations
on-the-job training technique. With this method the superior-subordinate

27
relationship is also a t eacher-l earner relationship with the supervisor
acting as a tutor in an academic setting. Coaching may be very systematic or very unsystematic and informal. Most managers agree that
coaching is one of the main responsibilities of a supervisor (Campbell,
et al., 1970).
Inasmuch as the focus of this study deals primarily with offthe-job training, no further discussion of these technique s will be
attempted here.
In conclusion, the three most common teaching t 0ehniques in
human relations training are information presentation techniques, simulation methods, and on-·the-job practice. Each has its own variations
which capitali ze on particular strengths to meet the needs of particular
situations.

EVALUATING THE EFFECTIVENESS OF TRAINING
METHODS AND TECH NIQ UES

A presenta tion of instructional methodology would be incomplete

without an evaluation of the relative effectiveness of each technique.
Two ma jor evaluation efforts attempted to describe evaluation methods
for human r e lations tr aining. The first was a survey of expert opinion,
and the second was an analysis of participant opinion and the use of
data.
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Review of Expert Opinion
Carroll, Paine, and Ivancevich (1972) reviewed the most common
training methods and techniques in human relations, and in an attempt
to evaluate the relative effectiveness of each decided to secure expert
opinion. They developed a questionnaire which asked training directors
from Fortune 's list of the top 500 corporations to rate 9 different training
methods on their effectiveness in achieving 6 training objectives. Five
alternative degrees of effectiveness were rated and scored as follows:
highly effective (5), quite effe ctive (4), moderately effective (3), limited
effectiveness (2) , and not effective ( 1) . The training methods compared
by the t raining direc tor s were:

progrillilmed instruction, case study,

lecture method, conference or discussion method, role playing, sensitivity
training, TV and lecture, movies, and business games. Each method
was evaluated on how effectively it helped participants achieve the
following objectives:

acquire knovvledge, change attitudes, accept

the program, retain what was learn ed, develop int erpersonal skills
and develop problem-solving skills. The results of the study are presented in Table 1, which shows the relative ranking of the nine training
methods for each of the training objectives, the average effectiveness
rating given each training method for each objective, and whether the
diffe rences between average ratings of any two training methods were
statistically significant. The lecture method ranked last or next to last
for every objective . The case method ranked first in developing

TABLE 1
Ratings of Training Directors on Effectiveness of Alternative Training
Methods for Various Training Objectives

Case Study
Conference (Discussion) Method
Lecture (with questions)
Business Gumes
r,:ovie Films
Prur;r2mmcd Instruction
Role Playing
Sensitivity Training (t group)
Television Lecture

Changing
Attitudes

Knowledge
Acquisition
Mean
Mean Rank

Mean Rank

b
3.56d
3.33
2.53
3 . 00
3. 16g
1.01a
2.93
2. 77
3. 10 9

3.43°
3.54d
2.20
2.73f(
2. so·
11
2 . ?.2
3 . SGd
3 .96a
1.99

2
3
9

6
4
1
7
8
5

ll!,ean

4
3
8
5
6
7

2
1
9

P,oblem Interpersonal
Solving Skills
Skills
Mean
Mean
Mean Renk
Mean Rank

3.69b
3.26e
2.00
3.58b
2.2,f'
2. sr,f
3.27 e
2.98e
2.01

1
4
9
2

7
6
3
5
8

3.02d
3.21d
1. 90
2.SOe
2. 19 9
2.11 9
3.68b
3_95b
1. 81

4
3
8
5
6
7

2
1
9

Participcnt
Accept;:rnce
Mea n
Mean Rank

Knowledge
Retention
~/,ean
Mean Rank

3.80d
4 .16a
2.74
3.78d
3.14g
3.289

3.48e
3. 32f
2.49
3 . 26f
2.67h
3. 74'1
3 . 3/
3.4i
2.47

~
C
-,,56

3.33g
2.74

aMore effective than methods ranked 2 to 9 for this objective at . 01 level of significance.
bMorc effective than methods ranked 3 to 9 for this objective at .01 level of significance.
Cf'!l ore effective than methods ranked 4 to 9 for this objective at . 01 level of significance.
dMore effective than methods ranked 5 to 9 for this objective at . 01 level of significance.
eMore effective than methods ranked 6 to 9 for this objectlve at . 01 level of significance.
frvrore effective than methods ranked 7 to 9 for this objective at . 01 level of significance.
9More effective than methods ranked 8 to 9 for thi::: objective at . 01 level of significance .
hMore effective than method ranked 9 for this objective at . 01 level of significance.

2
1
8
3
5
7
1
6
9

2
~

;,

8
6

7
1
4
3

9

N
lO
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problem-solving skills. Programmed instruction ranked first for both
knowledge acquisition and knmvledge retention. S ensitivity t raining
ranked first in cha nging attitudes and developing interpersonal skills.
The conference method ranked first in participant acceptance. Overall
the c ase study method had the highest rankings.
The Carroll, Paine , and Ivancevich study was based on expert
opinion. In contras t to that approach was the research study by
Catalanello and Kirkpatrick ( 1968) who attempted to analyze participant
opinion and the extent of empirical measurement of human relations
training p1-ograms.

Review of T raining Evaluation Efforts
Ralph F. Cata lanellc and Donald L. Kirkpatrick conducted a
research study to determine 2nd a naly ze current t echniques being us ed
by business, industry , and government in the evaluation of their training

programs. They evaluated four outcomes of hu man relations training:
(1) reaction--how well did the trainees like the program, (2) learning--

to what extent did the trainees learn the facts, pr inciples and approaches
that were included in the classroom training, (2) be havior---to what
extent did their job b e hav ior change b ecause of the program, and
(4) r es ults--what final re s ults were achieved (reduction in co st,
reduction in turnover, and improvement in production) . The purpose
of their initial research was to determine the extent to which these four
outcomes were being considered in training evaluations . A preliminary
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questionnaire was sent to 154 firms which had indicated an interest
in evaluation by the ir u se of the 11 Superv isory Inve ntory on Human
Re la tions 11 (SIHR) by Dr. Kirkpatrick. Because the SIHR was dev elop ed
as a tool for evaluating human relations training program s, it was felt
that the firms using this t est would be typical of those attempting to
evaluate training programs.
Responses wer e r eceive d from 110 organizations of the 154 who
were surveyed. All of the responde nts (110) indicated they measured
train ee reaction, and about 78 p ercent (86 responde nts) attempted to
evaluate training in terms of lear ning, behavior, and r esults.
A second questionnaire was sent to the 86 fir ms which indica t ed
they had attempted to measure learning behavior or results of their human
relations training. Forty-seven firms responded, a nd these were
rep resentative of the one hundre d ten original firms in regard to type of
industry a nd geographical location. Forty-three of the forty-seven
respondent s attempted to measure the amount of learning that took place
in the ir program ; thirty - five used a pre- and posttest experimental
design in the effort. Twenty-one of the forty-seven respondents attempted
to measure training by their tra inees ' on-the-job behavior. All twentyone measured on-the -job behavior after the training program, but only
twelve measured on-the -job behavior before training. The most common
approach in measuring on-the-job behavior was to interview the trainee 's
superior within six months after the conclusion of the training program.
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Sixt een of the forty-seven firms tried to determine wh ether the human
rela tions training program was bringing the desired results. They
measured such items as absenteeism, turn-over , grievances, moral e ,
productivity, and costs, usi ng both subjec tive information and quantitative informa tion from personnel and production r ecords.
The researchers concluded that the art of evaluation was still
in its infancy. Even though responses from 154 select ed compa nies
indicated that most organizations were measuring the r esults of training
programs (i.e., learning , behavior, and results) Catalanello and
Kirkpatrick found many of these efforts were superficial and subjective
(a lthough t hey a l so noted that a few org anizations were putting forth
conside rabl e effort to prove statistically that their training programs
were effective ) . They emphasized that eva luators in one organization
cannot borrow evalua tion results fr om another firm, even if their progra ms
seem to b e ide ntical. The r e a r e too many important differ ences , such
as organiz at ional climate , characteri stics of the trainees , and type of
organization.
These two major studies demonstrated that the effort to evaluate
human r e lation s t raining i s inadequat e . With just a few exceptions,
d ecisions about training effective ne ss were based on insufficient data
and/or poorly designed experiments. A much more rigorous application
of evaluation techniqu es is needed in the field.

33
REVIEWS OF HUMAN RELATIONS TRAINING

The perspective afforded by an awareness of training
techniques and the problems of adequatel y evaluating those techniqu es
should facilitate a greater understanding and appreciation of the following
ge neral revie w of human relations training.

John P . Camp bell
John P. Campbell (1971), of the University of Minnesota, con ducted the most long-rang e and compr ehensive r eview of th e huma n
relations training and developme nt literatu re that has y e t be2n undertake n. Campbell 's overall obj ective in reviewing 213 separate books,
monographs, articles and reviews by others was to describe the state
of th e ar t and docu me nt trend s. In one of th e conclusions to his study,
he stated, "By and la rg e , this tra ining and development literature is
voluminou s , non-empirical, non -theoretical, poorly written and dull.

11

He also described the fa ddishness of the trend s . The intro duction of a n ew techniqu e developed a large set of advocates who first
described its successful use in a numbe r of situations. Then a second
wave of advocates busie d themsehres vvith various modifications of the
basic t echnique . Empiricists then trie d to demonstrate that the method
worked. The next stage involved an inevitable backlas h and a few vocal
opponents who critici zed the usefulness of the technique, and, most
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often, the absence of data . This criticism typically had very little effect.
The next stage was the appearance of anothe r new technique and a rep etition of the sa me cycle.

(The cycle of fads in human relations training

in World War II was also described by E.T. Reeves, 1968.)
Campbell noted the r ecurr ing phenomenon of the cyclical article ,
a prototype paper that appeared in the literature at regular intervals,
essentially saying the same thing again and agair; in almost th e same
languag e . The three most common themes in the se prototype articles
were that training should be well planned and systematic , should have
the support of top management and should be evaluated. Campbell
claimed that the admonition to evaluate training programs is a gross
misrepresentation of the empirical question, implying a false dichotomy:
the program either has value or it does not. Campbell felt tha t this
question was simple-minded a nd unanswerable , contributing nothing
to practical or scientific understanding, and that the phrase

II

evalua te

training programs II should be abolished.
In revie wing the empirical research, he classified 84 studies
according to whether internal or external criteria were used and whether
the study employed some or few experimental controls. He defined
internal criteria as outcome measures linked directly to the training
content and assessed during or immediately after the learning experience,
such as attitude measur e s, achievement tests,

11

in II basket performance,
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and opinion questionnaires . He defined external criteria as outcomes
measuring behavioral changes in the organizational role. "Some " control
means the inclusion of a control or comparison group. "Few" controls
are defined as no control group but both a pre and post measure for
the traine d group.

In his review of 19 general human relations training programs
covering 20 years of research , he found only 3 programs that used
external criteria of behavior chang es with few controls , and not one
study that used external criteria of behavior changes with the inclusion
of a control or compa r ison group. Only ten general human relations
training programs used internal criteria with some controls and only
six programs used internal criteria with few controls.
Campbell separated T --group tr2ining and laboratory education
because there h ad bsen considerably mo re research done in these areas.
After analyzing the data from 26 studies, he concluded that T-groups
produced behavior changes in the work role for about 20 to 25 percent
of all participants. However, T-group participants showed no improvement in s elf-awareness, interpersonal sensitivity, personality, or
performance on case problems or business games. His mixed results
on T-group studies , showing positive data with external criteria
and n egative data with internal criteria, suggested tha t we do not
yet know what aspects of the training experience produce the behavior
changes in the organization.
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Campb ell a lso reviewed five studies on the effects of laborator y
education on a participant, as perceived by his subordinates and
associate s of the experirr.e ntal and control groups approximately a year
after the laboratory exper ience . Participants were asked to describe
specific changes in human relations behavior they had observed in the
subject during the year since the subject received his t raining. The
five studies all r eport ed favorabl e gains in increa sed openness,
receptivity, and tolerance of differences; increased skill in interperso nal
relations; and improved under standing of self and others. The results
were not favorable for initiation of action, assertiveness, and selfconfidence. However, Campbell qualified t he se results because of
questionable metJ:iodology in selecting control subjects and observers .
Generally speaking, Campbell was er itical of the lac}: of udequate
research and evalution in the extensive literature of training and development programs he reviewed. He noted that the field was beset with fads
and superficial circularity; another symptom, no doubt, of the more
serious problem of inadequate research methodology.

Roger K. Mosvick
Roger K. Mosvick (1971) provided a more precise focus on the
general problem of evaluating human relcltions program s . Noting that
the transition of a technical profe ssional from a research or developmen~
tal role to a supervisory role was often difficult, Mosvick reviewed the
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relevant experimental evaluations of human relations training provided
specifically for scientists , technicians, and engineers. He examined
both methodology and results in attempting to answer three questions:
(1) Are personality factors significant in influencing human relations

training outcomes?

(2) Is human relations training less effective with

this group than with somewhat different industrial groups?
type of human relations training,

11

standard 11 or

11

(3) Which

T-group 11 seems better

adapted to the conditions of technically-oriented professionals. Mosvick
reviewed studies containing t wo basic types of human relations training:
(I) standard t raining , in which primarily psychological topics are treated
by conventional classroom methods, and (2) T--group training in which
the focus is on learning about oneself, others , and group processes
by participating jn group discussions and trainer-guided feedback
sessions. He found that two evaluations in relation to the scope of
indu s try-sponsored prog r ams had been conducted. Castle (1952),
Carron (196 4), and t-.-1iraglia (1 963 ) confirm ed this conclusion. Mosvick
reviewed 86 relevant human relations studies conducted during the
previous 20 years , representing both c.uasi-experimental and noncontrolled studies (41) , and experirnentally controlled studies (45) .
Of these studies, ten were conducted on t ech nically-oriented populations,

and eight of th ese were control-group studies . Mosvick reported that
the findings were mixed, but, like Campbell, held major reservations
about both the design and the instruments utilized in the studies.
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Mosvick examined eight in-depth studies, and, through comparisons with 76 other human relations training evaluations which he had
reviewed, posited tentative answers to the 3 questions he initially
posed. First, do personality factors significantly influence human
relations training outcomes for technically-0riented professionals? The
experimental findings were equivocal for both technically-oriented
professionals and other types of groups. Personality factors do not
appear to operate much differently in influencing human relations training outcomes among technically-oriented groups than they do with
non-technical groups.
Second, is human relations training less effective with
technically-oriented professionals than with other groups? The findings
indicuted that approximately 70 percent of the control-group studies
reviewed were successful in obtaining appreciable gains or significant
changes in attitudes or skills attributed to human relations training.
This finding compared quite favorably with 36 control-group evaluations
of "standard" and 11 T-group 11 training on non-technical populations
where only 12 of the 36 studies, or 33 percent, obtained generally
successful results. Evidence therefore suggested that human relations
training may be more successful with technically-oriented professionals
than with other population groups.
Third, which type of human relations training, standard or
T-group, seems more effective for technically-oriented professionals?
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Mosvick claimed that no rigorous exp e rim ental study existed which
d ealt directly with the comparative effectiveness of standard versus
T-group training on t echnica lly-orien ted professional p eople, although
considerable popular lit erature claimed the opposite. His review of
the emp irical literatu re and general comparison of releva nt studies
concerning human relations t raining of technica l professionals did
not support the claim of the sup erior effectiveness of T-group training.
In fa ct, he stated that the opposite c onclusion was obtained.

11

S tandard"

human relations t raining seemed to produce g enerally more effective
r esults with thi s population.
Besid es Mosvick, Bass (1967) , Campbell and Dunnette (19 68) ,
and Argyle (1967) , have a ll raised serious questions about the possible
dysfunctional effects of T-group training.

Robert J . House
Robert J. Hous e (1967) , of the Bernar d 1'11. Baruch School
of Public Administration and the McKe nzie Foundation for Management
Research at th e time of the study, reviewed the empirical literature
of T-group e ducation and leadership effe ctiveness. He concluded
that the evidence was confusing and contrad ictory. The T-group
training techniq u e i s a controversial t ec hnique on two counts:

the

large amount of mon ey currently allocated to it in both industry and
business education requir es that the investment be justified, and
anecdotal reports of alleged p sychological damage to participants raises
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important ethical questions, including manipulation and invasion of
privacy. After r e viewing the empirical literature , Hou se stated:
It appears safe to draw several conclu sions r egardi ng
the us e of T -groups for the purpose of management or
orgunizational improvement. It has been show n t hat T -group
training is not only capable of inducing anxiety, but that
anxiety is an intended part of the training . Such induc ed
anxiety may have a very unrewarding effec t of unsettling,
upsetting a nd frustrating those subj ected to it. The method
ma y a lso have the i ntended effect of inducing more consideration
for subordinates, le s s d ependence on others, les s demand
for subservience from ot he rs, an d better communication through
more adequate and objective liste ni ng (pp. 22 - 23) .
Hou se suggested that tho se con sidering the us e of T --group
training be g uided in their d eci s ion by th e answers to four questions:
(1) Are the changes that T -group truining induc es the kind required

for more effective leader behavior? (2) Can th2 organiz ation tole rate
the changes in th e i ndividual if th e T-g roup is successfui? (3)
Can the candidate tolerate th e anxiety involved in the T-group
process? and (4) What are the credentials of th e T-group leaders?
House raised additional qu e stions concerning ethical issues:
(1) What resp onsibility and authority do the manager and the organization

have over the personal well-being and p:rivacy of their subordinates?
(2) Is it within ma nagement's pr erogatives to direct an employ ee to

attend a T-group?

(3) If it is not within management's p rerogatives

to order a person to atte nd T-group training, the n what conditions
are necessary to insure that attendance is made on a strictly voluntary
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basis? 4) Ca.n organization-wide T-groups be called voluntary?
In light of these ethical questions, House recommended that managers
make a careful study of performance requirements, a careful pre-s e lection
of participating individuals, a careful explanation of the goals and
processes of T-group training to those selected for participation, and
a careful selection of the T-group leader . House considered it imperative
that manag em ent undertake continued research to further elaborate
the relationships between individual characteristics and conditions
of use of T-groups, and that management dev elop reserve precautionary
procedu re s to be instituted in the even t a program once begun fails
to fulfill the expectations of either t he organization or members of
the group itself.

REVIEW OF HUtvlAN RELATIONS TRAINIl-JG IN EDUCATION

General Review
So far the r eview of literature has focused on the major studies
of human relations programs in industry. All the studies cited are
consid e red classics in the field. There is a second area, however,
where human relations training has received considerable emphasis-education.
The evaluation of human relations training in education has
usually relied on subjective instruments and student comments; however ,
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some empirical evaluations have been made. The b est methodological
studies have generally been doctoral dissertations, over 100 of which
have studied the effects of human relations training.
A review of the effects of human relations training on students
suggested that the tra ining is only slightly effec tive and the results
are usually inconsistent and unclear. For examp le , V2.relas (1973)
examined the effects of the Human Potential Seminar using a sample
of 95 community college students. Students were randomly assigned
to thr ee experimental groups, two placebo groups, and one control
group. The results found that the r e were no significant differences
between the groups' self-concept, social adjustment, or academic
achievement. However, a study by Tucke r (1974) found that an
experimenta l group using the same Human Potcmtial Seminar increased
their self-actualiz ation significantly more t han a control group , although
there were increases in both groups. Rocco (1974) found that a human
relations training unit in self-esteem created a significant effect on
elementary school students, but a role-playing unit was not effective.
Dyer (1967), on the other hand, found that human r e lations training
with college students changed the ir reported interpersonal behavior
but did not change their self-esteem . Uhlig (1963) found that human
relations training tended to inc rease students' friendliness and
acceptance of others; however, several participants evidenced a loss
in these characteristics. Martin (1973) found that the Human Potential
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Program had a significant effect on boys but not on girls. Taylor (1973)
examined the effects of Black Studies training combined with human
relations training and found that the training increased the cognitive
knowledge of Black culture but had a very limited or negligible impact
on Black self-awareness, acceptance, and other racial attitudes .
Shaw (19 74) compared changes in racial attitudes as a result of a
cognitive training approach and a human relations approach . Both
approaches changed racial attitudes about the same . However, Shaw
did not have a control group . Foreman (1972) found that human relations
tr a ini ng changed th e pretest-posttest self-reports of students but
it did not make any difference whether the training was in one long

session (si ng le block) or shorter sessions (sp lit block ) . Foreman
also did not have a control group. Gage (1972) exam in ed the effects
of training on student~ self-identity and found generally inconsiste nt
conclusions. Gage had a small sample size, N=l4, and no control
group. Studies by Meeker (19 69) and Doolittle (1973) found that
human relations training produced generally neg ative results on s tud ents.
Studies on the effects of hu man r e lations training for specific
student groups have been equally uncertain. Human relations t rai ning
produced positive re sul ts and was recommended for dental students
(Deneen, 1973) and music education majors (Gayzagian , 1973) . The
inclusion of some human relations training in an English composition
course significantly improved the students' wr iting performance (Kernan ,
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1973) . However, human relations training \Va s ineffective and not
recommended for students in psychiatric nursing (McClean , 1972).
Interpersonal skills have been considered to be particularly
importa nt for teachers and it has been frequently suggested that teachers
should receive human relations training. Several studies have examined
the effects of training on teachers, student teachers, and school administrators. Studies by Child e rs (1973), Norton (1972) , and Purinton (1973),
using experimental and control groups, all r eported that training
generally improved teachers ' self-reported inte rpersonal skill s .
A study by Falany (1973) also found before-after change on teacher
tr ainees but there was no control group for a comp arison. Two
well-designed studies using objective criteria, one by Carma n (1972)
and the other by Carter (1971), found that human relations training
did not have a significant effect on teachers. Three studies by Chiko
(1973), Fauth (1972), and Mille r (1971)

found that human relations

training tend ed to improve the interp ersonal skills of teache rs in the
training environme nt. However , the training did not transfer back
to the clar;sroom--there were no changes in the observed classroom
behaviors of the t eachers . Thus, the effects of human relations training
for teac hers have been at best uncertain:

training h as not produced

permanent changes which were translated to classroom behaviors,
and training seems to influence on ly self-reported attitudes.
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Two studies of human relations training in e ducation will
be focused on in more deta il b ecause of the ir relevance to this study.
Hipple' s (1973) attention to interpe rsonal behavior is of direct interest
to this project's attempt s to measure social and emotional development;
and the major data-gathering ins tr ume nt used by Cherrington and
Thomp son (1976) was a lso used in this project.

Hipple Study
John L. Hipple studied the effects of human relations laboratory
training on the interpersonal behavior of male and female college students.
Seventy-nine stude nts (forty males an d thirty -nine females) were
selected at random to participate in the human r e lations training laboratories. T wo experi menta l groups ,.,vere selected with thirty-nine stude nts
in the fir st and forty in the second . A control group was composed
of members of a n ed ucc.tional p sychology class who were measured
by th e s ame r esearch instruments prior to, immediately after, and
six weeks a ft er the first laboratory. The in str uments dealt with selfp erception and p erception by others, and the findings revealed that
participation in human relations training labora torie s did have an
effe ct on self-perception and on b e havior as it i s perceived by other s.
When all participants wer e compared to the controls in regard to selfperceptions, 15 of the 36 fac tors were significantly different, with
the participants rating them selves higher. When the ratings of observers
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were compared , only three factors proved to be significantly different ,
again with the participants being d escribed more positively. The
hypothesis that femal e participants would make significantly greate r
personal grovvth gains than males was negated by the findings of this
investigaton which added support to the contention of Lieber man ,
Yalom and Miles (1972) that the re were few , if any, differences between
male and female participants in a human relations laborator y.

Ch errington and Thompson Study
In May of this year (1976) David J. C her ring ton and Paul H.
Thompson, both of the Department of Organizational Behavior at Brigham
Young Unive r sity, r eported on an evaluation of ten huma n relations
courses in a junior college . They found favorable studen t reaction
toward all te n courses , but only tvvo courses significantly chang e d
behavior. Because th e objectives , content, an d nature of their study
paralleled the study b eing r eported in this dissertation, a more
extensive review is presented h ere.
Fall semester , 1975, a human relations option was added to
the general education require me nt, and t en courses were approved
for this option, coming from the departm ents of Psychology, Sociology,
Communications and Busin e ss. The courses which satisfied this option
had to contain eleven criteria, which could b e placed under two broad
headings: first, knowing and understanding oneself (through selfawareness, congruence , self-confidence, sensitive perception, and
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learning to love oneself ); and secondly, ability to initiate and maintain
relationships (through trust, risk taking, empathy , communication,
listening, and learning to love others) .
The re search design was a posttest only in comparing three
groups. The first group consisted of 198 students who had taken 1
or more human relations courses the previous semester. The second
group consiste d of 140 students who were currently e nrolled in the ir
first human rela tions courses, and the t hird group consisted of 130
stude nts who had n ever tc1ken nor were pr esently taking a course
in human r elations. The purpose of the second group was to t est
for a self-selection bias . Using a 9-point scale ( l=low , 9=high) ,
students were asked to evaluate the effects a religion course, a human
relation s course, and a huma nities course had on leadership, happines s,
goal achieveme nt, empathy , communication, seli-understanding, group
effectiveness, knowledge of religion, self-esteem, commitment to live
religion , desire to serve in the Chur ch, acquiring useful knowledge,
ability to get along well with others, self-confidence, ability to develop
and maintain close frie ndships, and the ability to love and be loved.
The average for the 16 criterion items revealed that the human r elations
course was rated significantly higher (7. 20) than the religion course
(6. 73) or the humar1ities course (6. 23) . The students also were asked
to rate themselves on a ques tionnaire consisting of 30 items designed
to measure social, emotional, a nd moral development. Students then
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gave the same questionnaire with slightly changed in s truc tio ns to
th ree of t heir friends. Only one-fourth of the friends responde d with
p eer evaluations , an d many of the questionnaires were marked in such a
careless and inconsistent ma n ner that the data were not u sable.
The findin gs r evealed no significant change in behavior a mong
g roups with the exception of students in t wo human relations co urses:
P sychology of Effective Living (two semester hour s ) and Interpersonal
Comm unications (three s emester hours ) . Cherrington and Thompson
attr ibuted the effectiveness of these two courses more to the careful
d evelopment a nd refinement of t he human r elations ac tivities tha n
to t eacher-effectiveness , since many of the other courses showing
no signifi cant cha nges were ta ught b y the same instr uctors . These
t wo courses h a d und ergone severu.l evaluations and revisions to d etermine which activ itie s were most effective .
In analyzing these t wo successful courses, Che rrington and
Thompson ide n tifie d five characteristics of effec tive hu ma n relations
training.
1.

A diagnosis of the skills and competence of the trainees

is n ecessary before d etermini ng training methodology.
2.

Objectives of the t ra ining need to be clearly defined.

3.

Training activities n eed to be carefully selected to accom-

plish the sp e cified objectives, seque nced in a log ica l order , and designe d
on a sound theoretical base.

49

4.

The trainees need to prcc tice the skills and knowled ge

in and out of class. The practice needs to be observed to provid e
feedback to the tra inee 2nd th e n ew skills and knowledge need to be
reinforce d.
5.

The effectiveness of the training program n eeds to be

assessed by evaluating the reactions of the participants, how much
learning they acquired, changes in behavior, and if possible, the
changes in effectiveness of the organizations or groups in which the
trainees are members .
Because the Cherrington study was concurrent with this study,
this study did not benefit from these conclusions. Thes e recommendations are considered in the discussion section of this dissertation,
however, where they are important i n explaining the results.
The Hipple Study reported mixed results, but demonstrated
some positive personal growth outcomes of human relations training
experiences of students in a four-year college. The Cherrington and
Thompson study evaluated the social, educational, and moral development
of students in a ju nior colle ge and found tha t two classes produced
statistically significant changes.
These two studies bear directly on the goals and methodology
of the study reported in this disserta tion.

so
HUNlAN RELAT IONS TRAlNING AND
RELIGIOUS EDUCATION

This section will review the major tren d s and strategies in
religiou s education. An u nderstanding of r eligious training is essentia l
to th e larger perspective of how value , moral , r e ligious , and human
rela tions traini ng interact.

Current Educational T rend s and
Strat egies in Religious
Education
In th e August/September , 197 2 , Religious Esiuc?-tion Jou rnal
(pp. 253 -258}, Rob er t R. Newton, the Executive Secretary of the Jesuit
Educational Association of Mary land , gave an hi storical review of the
major tr ends and strategies i n religious education . He identified th e
thr ee major currlculu m theories as (1) the individua l fulfi llment school,
(2) th e scholar ly discipline school, and (3) the behaviorist school.
According to New ton, th e individual fulfill ment sc hool is based
on humanistic assumptions and b e liefs and is championed by such
me n as Ca rl Rogers and the late Abraham Maslow. This school views
the stude nt as an agent w ho is free t o i nitiate and direct his own learning
process with a mini mum of direction or predetermination by others.
The teach er is in th e background ready to offer assistance, but is
r e luctant to interfere with t he natural unfolding of t he stude nt's inna te
curiosity. Knowledge is basically individuali s tic; tha t is, it does
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not exis t independ ent of the actual knO\Ner and cannot be arbitrarily
subdivided into convenient subject d isc iplines . The emphasis of
this approach is on self-ac tua lization, trusting the student to know
better than a nyone el se w hat is g ood for him.
The second th eoretica l position, that of the scholarly discipline
school, h as Jerome Bruner as its most prominent and articulate spokesman. His book, Process of Education (1960), has been the inspira tion
and rationale for many curriculum reform projects which started in
the 60' s and continue to have conside rable influence on today's schools.
Bruner focused the curriculum on scholarly disciplines. The teacher
was to s erve as a mode l or a scholar who tra nsferred knowledge and
enthusiasm a nd intellectual tools to his stude nts.
The behaviorist school is represe nted by B. F. Skinner (1938)
and focuses on terminal behavior and the processes by which these
desired behavioral changes can be made to occur in the student.
The teacher becomes a strategist or manag e r who preassesses the
needs of the students and creates a behavioral strategy of reinforcement
appropriate to those n eed s to accomplish the predetermined objectives.
The environment is the controlling forc e in behavior. necessita ting
a careful scientific analysis and pr escription of the most effective
and efficient environmental forces needed to bring about behavioral
changes.
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Newton' s comparative summarie s of th ese three trends in curriculum as they are applie d to religiou s e ducation are found in Figure 1.
Afte r describing the se three ma jor sch ools of curriculum theory,
Newton recommende d that religious educators be aware of the ove rall
context. Unde rlying r eligious ed uca tion i s a more basic orientation
toward educa tion and unde r this educational orie ntation lies a more
general philosophical orientation. It is i mportant to seek answers
to the la rger philosophical que stions of hu man existence before d e ter min ing the most appropriate approa ch to r e ligiou s education. Religiou s
educ ation simply does not exist in a vacuum but is subject to the forc e s
which influence bot h educa tion a nd life in gen e rul. Hence, the a ttitude s
resulting from religious education arc v a lue la de n.
An a nalysis of the value s and assumptions underlying the
individual fulfillm e nt approach to religious education revealed tha t
the student is considered to be the discove rer and make r of his own
religious meanings; therefore, religion is not something that can be
poured into him through some process of indoctrination. Instead th e
student should b e allowed to ex plore life in his own way, thereby
allowing the natural t ende ncie s within him to evolve . Any effort to
predetermine religious outcomes would distort or repre ss the inner
unfolding of religiou s meaning.
Assumptions and values underlying the scholarly discipline
school take quite a different approach. This school advocates a scholarly
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exploration of some of the most important phe nomena and events found
in civilization and life. Students study scriptures , historical theology,
systematic theolog y, religious morality , and religious ritual as the
vessels of man's religious heritage. The t eacher leads the individual
student into becoming a practitioner of the sub-discipline. Gradually
students come to a solid knowledge and appreciation of man ' s religio .. '.s
strivings and tradition s and thereby are equipped to analyze and under stand religious phenomena in as sophisticated a way as he interprets
other areas of his life.
The assumptions and values undergirding the behaviorist
theory of religious education ce nter on the causal forc e of the environment,
with its system of rewards and punishments. According to these assumptions, teachers know what students shoul d learn and are capable of
organizing the learning activities to produce the desired changes.
This approach assumes religious education can move to a scientific
base, and that the religious educator can come to a knowledge of the
precise causal variables that will produce the knowledge and attitudes
he wants. Proponents of this approach urge that unless religious
education moves in this direction, it will be left behind other
disciplines that are currently making impressive gains through the
behavioral approach. Figure 2 summari ze s Newton's analysis of the se
three trends in curr icu lum as applied to religious education .
Newton conclu ded by recognizing both the values and the
dang ers in all thr ee approaches and encouraged religious educators
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to consciously choose an approach which was harmonious with the ir
own philosophy and orientation toward life . To do othe rwise, he
stressed, may result in oth ers choosing a religious education approach
for us which is fundamentally in conflict with our own vvorld view.

Latter-day Saint Approach to
Relig ious Education
The present approach to religious education in The Church of
Jesus Christ of Latte r-day Saints (LDS ) might be considered eclectic
in that it embodies many of the e lement s found in all three of these
app r oaches. However, because the LDS Chur c h works on a different
set of a s sumptions , values, and precepts and relies heavily on gifts
and powers of the Holy Spirit , H approaches each of the elements of the
three approaches described by Newton differently. According to LDS
theology, the first model of r eligious education, and perhaps the very
best one, took place shortly after Adam and Eve were cast out of the
Garden of Eden. The Lord and heavenly messengers were the educators
and Adam and Eve were the students.
And Adam and Eve, his wife, called up on the name of
the Lord, and they heard the voice of the Lord from the way
toward the Gard en of Eden, speaking unto them, and they
saw him not; for they were shut out from his presence.
And he gave unto the m commandments, that they should
worship the Lord their God, and should offer the firstlings
of their flocks, for an offering unto the Lord . And Adam
was obedient unto the commandments of the Lord.
And afte r many days an angel of the Lord appeared unto
Adam, saying: Why dost thou offer sacrifices unto the Lord?
And Adam said unto him: I know not, save the Lord
commanded me.
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And then the angel spake, s aying: This thing is a
similitude of th e sacrifice of the Only Begotten of the
Fathe r, which is full of grace and truth.
Wherefore, thou shalt do all that thou doest in the
name of the Son, and thou shalt repent and call upon God
in the nam e of the Son forevermore.
And in that day the Holy Ghost fell upon Adam, which
beareth record of the Father and the Son, saying: I am the
Only Begotten of the Father from the beginning, henceforth
and forever , that as thou hast fallen thou mayest be redeemed,
and all mankind, even as many as wi ll (Moses 5: 4-9).
Members of the LDS Church believe that man is a spirit child
of God, The Eternal Father, and earned the right through obedience
to come to earth life to obtain a body and to receive and live the gospel.
Through his obedience and diligence in obeying the laws and principles
and ordinances of the gospel, he will grow and develop according
to the divine celestial pattern an d will eventually b ecome capable
of not only living with his Father in Heaven , but becoming like his
Father in Heaven. Jesus Christ was appointed in the pre-mortal life
to be the Savior and Redeemer in mortality and to be a perfect model
and exemplar of obedience and development. His gospel is the celestial
law which will go·ve rn man's growth and development. Therefore,
the LDS religious education approach is based on this revealed
knowledge of who man is, what his purpose on earth is, and what
the perfect plan is to fulfill that purpo se .
Even though the three traditional approaches described above
appear t o contain elements in them which are also found in the approach
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of the LDS Church, each one of those elements is viewed differently.
For instance, in the individual fulfillment school of religious education ,
the first principle is the natural discovery of God within. The LDS
view of this would be far more literal than the humanist view ; that
is, that man literally is a god in embryo. The process of becoming
like God and eventually becoming a god is largely one of overcoming
and obeying. The Lord expected Adam to obey what he was taught,
and the natural consequences of his obedience or disobedience
reinforced those l earnings, to u se the behaviorist ter minology. The
scholarly discipline approach is a major part of LDS religious education.

It emphasi zes the scriptures, theology, doctrine, and church histor:y,
in order to develop knowledge and attitudes that inspire a person
to obey the laws of the gospel, to grow in faith and testimony , and
eventually to become a celestialized personality.

LDS Curriculum
The educational curriculum of the LDS Church focuses on the
standard works; th at is, the Bible, the Book of Mormon, the Doctrine
and Covenants , a nd the Pearl of Great Price. Scripture study has
been the consistent emphasis in the Church from its founding and
is presently receiving increased emphasis in its priesthood and auxiliary
programs, including its schools, institutes and seminaries. Every
president and prophet of the Church since Joseph Smith has underscored
the importa nce of scripture study in religious education and priesthood

59
curriculum. After being appointed as Chancellor of Education in 1856,
President Brigham Young (Journal of Discourses: Vol. I , 69) stated
that literary attuinments would be ineffectual without the rudim ents
of the gospel. When the week-day religious education program (now
the institutes and seminaries) was established in 1890 by Pres ident
Wilford Woodruff, he emphasized the importance of keeping the primary
focus on the scriptures.

It is pleasing to notice the i ncreased feeling of anxiety
on the part of th e saints to have their children educated in
scho ols where the doctri.nes of the Gospel and the precious
records which God has given u s can be taught and read. Our
childr e n should be indoctrinated in the principles of the Gospel
from th e earliest childhood. They should be familiar with the
contents of the Bible, the Book of Mormon and the Doctrine and
Covenants. These should be their chief textbooks and everything should be done to esta blish and promote in their hearts
genuine faith in God, in His Gospel and its ordinances, and
in His work s. (Clark , 1966: 87-88)
In 1972 under the direction of the First Presidency, the Church
established an eight-year curriculum for the Melchizedek Priesthood
and adult age (eighte en years and over) auxiliary groups. Concerning
this eight-year curriculum project, the First Presidency said in 1974:
The Standard Works of the Church will be the course
of study for the Melchi zedek Pries thood. The Melchizedek
Priesthood Study Guide has been prepared so a s to place upon
the individual the primary re sponsibility for studying the
Scriptures and learning the Gospel for himself. The quorum
meeting sh ould help to enhance and clarify his individual
study. We desire all bearers of the Melchizedek Priesthood
and all prosp ective Elders to study daily the Standard Works
("Priesthood Curriculum and Go spel Study, 11 1974).
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The foll owing year, the First Presidency reiterated this plea:
The Standard Works of the Church will be the course
of study for the Melchizedek Priesthood. All Melchizedek
Priesthood b eare rs and all prospective Elders should have
a regular progrum of Scripture s tudy. This year's Melchize~
dek Priesthood personal study guide is entitled "A Royal
Priesthood. 11 It is designed to place upon the individual the
primary responsibility for studying the Scriptures and learning the Gospel for hims elf. Quorum meetings should enhanc e
and clarify each member's individual study. All Priesthood
holders are encourag e d to study at home and to bring their
Scriptures to quo r um meetings (A Royal Priesthood, 1975: viii).
A significant aspect of the gospel study program is the correlated
study between the Melchizedek Priesthood and auxiliary organizations.
For instance, the Sunday School has the assignment of presenting
the scriptures in their chronological and historical conteAi: , while
the Melchizedek Priesthood has the assignment to consider the fundamental
and major doctrines and priesthood duties contained in the standard
works. For example, the 1976-77 curriculum focuses on the first
half of the Book of :tvlormon. The Sunday School will consider the
historical and chronological story of I Nephi to Alma 29. The Melchizedek
Priesthood quorums will consider the major doctrines covered in the
first half of the Book of Mormon, such as, "T he Fall of Adam,

11

"The

Infinite Atonement of Jesus Christ, 11 and "The Doctrine of Christ.

11

The priesthood lessons will also highlight fundamental priesthood
responsibilities, such as home teaching, priesthood welfare, genealogical
and missionary work.
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Th e e ight - year gospel study program is organized as follows:
two y ears (1972 --1974) on the Pearl of Great Pri ce and the Old T estament;
two years (1974 - 19 76 ) on the New T esta ment; t wo years (1976 - 1978) on
the Book of Mormon; and two years (1978-1980) on the Doctrine and
Covenants and church history.
The goal of the eight-year study is for the Sai nts to acqui re
a well rounded, balanced, and fundamental underst2n ding of LDS doctrine s.
The priesthood holder, in a dd ition , will understan d his prie sthood
dutie s and will p ossess a v aluable library of doctrines and duties.
This librar y will r eference for him the key scriptures to the doctri nes
of th e kingdom and his priesthood duties, t ogether with supplementary
state me nts by the modern prophets of this di spensa tion.
The i mportance of the scriptures a s the bas is of the curriculum
of religious e ducation ha s bee n reaffi rm ed more recently in a special
Report on Religious Education, by Neil Flinders (1975: 27) .
This cc.in siste nt, historical emp hasis seems to cha rt the
curricular course of fundamental strategy for religious education in the Church. It would seem that a careful study of
the Scriptures a nd of t he fundamentals stressed by these
original curriculum write r s is the appropriate way to pursue
effective r e lig ious ins tru c tion in t he Church.
Thus religious educa tion in general, a nd LDS religious trai ning in p articular , b oth a lign t hemselves with the goals of human relations
training, i.e., improved sensitivity , empathy, trust, and uns elfis hness
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in human interaction. The major difference is not in goals but in
methods . Human relatio ns training focuses on teehniques of effective
interaction, wh ile religious education emphasizes effective personal
character development as the catalyst for improved relationships.
Again, within religious education practices , the curriculum for achieving
per sonal growth differs for the LDS Church, but the goals, though
more precisely and literally stated by LDS theologians, overlap some of
the goals of other religious and human relations educators.
The interrelationships of these fields as they relate to this
dissertation will be further explained in Chapters 3 and 5.

VALUE EDUCATION

Value education is cu rrently one of the most explosive n ew
developments in ed ucation with a very close relationship to religious
and moral education. It has attracted the interest and involvement
of psychologists , social psychologists, sociologists, philosophers
and political scientists as well as religious educators, even though
there is little agreement among writers conc ern ing the meaning of
terms such as

11

valu es '1 and "valuing. 11 Values have been d efined

variously as eterno.l ideas, moral emotions, standards of worth, b eliefs
about goodness or worth, and behavioral actions. Douglas Superka,
in his book entitled Values Education: Approaches, Problems and
Materials (1974), reviewed the literature in the fie ld and presented
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a typology of eight approaches to value education . He described evocation, inculcation, awareness , moral reasoning, analysis, clarification,
commitment, and union. He used the typology as a categorization to
review the literature on values and valuing.
The purpose of evocation is to help stude nts express their
values freely and spontaneously without thought or hesitaton. Teachers
in this method attempt to provide a safe environment for such expression,
but no curriculum materials are used other than pictures or quotes
or a descrip tion of some event as a basis for students to express th eir
values or personal moral emotions.
The inculca tion app roach instills certain desirable social
or religious values into students . It thus becomes a process of identification an d socialization, with positive and negative reinforcement, and
modeling , so that students will act according to specific desirable
values rather than choosing their own.
The awareness method encourages students to share their
values and examine extensively their personal behavior patterns in
order to identify their values. The t eacher presents value-laden
situations or dile mmas through readings, films, filmstrips, and role
playing, group disc ussions, gam es , and simulations. Students ar.e
asked to react personally to the dilemma , to empathize with the people
involved, and eventually to engage in the process of making inferences
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about values from the thoughts, feel ings , beliefs , or behavior of themselves and others.
The moral reasoning approach is the framework most frequ ently
used in Kohlberg 1 s (1 975) theory of six stages of moral development.
The teaching t echniqu e involves a hypothetical or factual value dilemma
story, which is then di sc u ssed in small groups. Students are encouraged
to decide what the person in t he s tory shoul d do and to provide reasons
for this decis ion. Stude nts then d i sc u ss a n d i nteract with eac h other
and exam ine the analytical and reasoning processes unde r lyi ng their
value positions . Kohl berg I s research indica ted that exposing students
to higher l evels of reasoning thi·ough gr oup di s cussion stimulated
students to rea ch the n ext stage of moral development.
The ana lysis approach is similar to moral reasoning but places
a grea ter emphasis on rationality. An essential purpose of value analysis
is to help stu d e nts use logical thinking and scientific investigative
procedures in dealing with value issu es . The teaching methods most
fr eq ue ntly used are indiv idual and group study of social value problem s
and issues, library and field research, and class disc u ss ions. The
proce sses fundamental to value analysis inclu de clarifying the value
qu estion , identifying the valu es in conflict, gathering evidence,
de te rmining the r e levanc e and truth of purpor ted facts , arriving at
value decis ions, ap ply ing analogous cases , and inferring and testing
the valu e principle underlying the dec is ion.

Generally speaking,
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social science ed ucators advocate the analysis approach above all
others.
The focus of the clarification approach is to help students
us e both rational thinking and emotional awareness to examine personal
behavior patterns and clarify an d actualize values. Students are
encouraged to involve themselves in self-analysis and other activities
which stimulate them to think about themselves , to uncover and resolve
valu e conflicts, and eventually to act according to their value positions
and choices .
The commitment approach to value education provides specific
opportunitie s for students to engage in personal and social action in
relation to their values both within the school and within the community.
This approach uses all the methods of the previous approaches, especially
those of analysis and clarification. A unique feature, however, is
the action project wh ich is used to clarify and restructure one's value
system and also to asce rtain the depth of commitment to one's values.
The union approach to value education helps students perceive
themselves and act, not as separate eg os, but as part of a larger interre-lated whole--the human race, the world, the cosmos. Experiences
are provided which stress mutual interd ependence of person and environment, thoughts and feelings, conscious and unconscious, body and
soul, essence and existence. Prayer and meditation, dream analysis,
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self-hyp nosis , mind-expanding drugs, and active symbolic i magination
are among the techn iq ues used.
Within the last te n years, an abundance of curriculum and
teacher background materials have bee n de veloped in each of these eight
different value education approaches. The content is variable , but
gene rally revolves around the values and exp eriences of group members.
The desired result of value education is generally the same as that for
religious education.

MORAL EDUCATION

Moral education, along with value clarification, is one of the
newest fads in education. However, Greek philosophers, the Scholastics,
and American educational reformers have consistently seen the school as
a major force in affecting the moral life of the young . David Purpel and
Kevin Ryan, writing in Phi Delta Kappan (1975), provided an historical
p erspective for moral education. According to Purpel and Ryan {1975:
659), John Dewey pla ced moral education at the center of the school's
mission:
The child's moral character must develop in a natural,
just and social atmosphere. The school should provide this
environment for its part in the chiid' s moral development.

\

Purpel and Ryan also quoted the 19th Century English
philosopher, Herbert Spencer, who asserted:

"Education h as for

its object the formation of character " (p. 659) . At that time, Spencer 's
statement vvas a truism on both sides of the Atlantic . However, at the
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same time the moral principles '1:Vhich the school used as the basis
for character form a tion were being questioned. Industrialization and
new technologies eroded traditional values and kinship ties and
established new patterns in many spheres of life. New values drove
out old values. The massive immigration during the late 19th and
early 20th centuries introduced new cultural mores and values, and
many of the Catholic and Jewish immigrants were at odds with the
religiously grounded moral principles taught in public schools. They
reacted by establishing parochial schools, which, for a specified
private segment of society , succeede d in sustaining the school's role
in moral education .
However, Purpel and Ryan noted that little by little the public
school's overt role as a moral educator was neutralized through the
combined effect of industrialization, immigration, cultural relativism,
and a supposed scientific objectivity. Today, the teachers who actively
and consciously work to instill a moral perspective in their students
are no longer in the majority and are frequently reprimanded by
colleagues, students , or parents for dealing with "controversial issu es. 11
When moral issues are discussed, teachers handle them cautiously,
t elling students what the facts are and advising them to make up their
own minds. Even many church-related schools and universities have
been influenced by these trends and new avoid serious inquiry into
valu es and morality.
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Although e ducat ors have backed off from a dir ect, clear attempt
to i mpr ove moral thinking and behavior of students, the school still
serves as a powerful instrument for moral ed ucation; and the desir e
to be a positive, moral force in the live s of students is evident in almost
every school's statement of philosophy or obj ectives. Th e member ship
of Phi Delta Kappa (an organization e stablished for the promotion of
l eadership in education, including moral l eader ship) were asked to
rank in order of priority eighteen distinctive goals of education (Spe a rs,
1973: 29-32) . Third in the ranking was "develop good character and
self respect," surpassed only by the goal s "develop skill in reading,
writing, speaking and liste ning," and "develop pride in work and
a feeling of self-worth. 11

-\
Many obse rvers of contemporary society fear that the family,
traditionally the main source of moral development, is litera lly having

I

I

its foundations uprooted and torn apart by the centrifugal forces in
society today. When both parents work and when the television is
used by all members of the family during most of the off-work hours,
the opportunity for parents to influence the moral attitudes and thinking
of their children is greatly reduced .
The family a nd the school are not the only institutions whose

,

/

l

impact on positive, moral development of the youth seems to have
diminished. The Gallup Poll issued a report entitled Religion in America ,
1975 (1975: 1- 5) which indicate d that church attendance dropped
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markedly in the last ten years. The same report indicated that people
believe churches are losing their influenc e and teaching authority.
Over the last 17 years the percentage of people who say the church
is losing influence has risen from 13 percent to 55 percent.
In his recent book, An Inquiry Into the Human Prospect, Robert
Heilbroner (197 4) suggested that much of the unrest and the unease
of the present middle-aged generation is caused by its apparent inability
to pass on its values to the young. While the precise effect of a weakened
family structure and the increased influence of a young person's peer
group is unknown, it seems appropriate that s uch forces contribute
to a sense of moral confusion.
Heilbroner concluded that despite the difficulties, hesitations,
and objections to engaging in controversial moral a nd value issues,
the one inescapable r eality which educators must confront is that
in one way or another moral ed ucation goes on continuously in our
public schools . In addition to both explicit and implicit curricular
policies c1nd practices which touch on moral issues, there is considerable
moral education implicit in the activities of formal and informal school
organizations and explicit in the rules and regulations of the schools ,
such as the eligibility r equirements for various programs.

Even

the effort to be value-free or to avoid any kind of moral indoctrination
is a value in itself and a form of absolute moral relativism. Teachers
and students a l ike are continuous agents or models of moral education. Wittingly or not, the informal social organization, with its norms
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which govern membership in the group , are powerful shaping forces
of the moral attitudes and thinking of its members .
Heilbroner asserted that educators cannot ignore.responsibility
in this area, hoping the question will pass from the public consciousness.
Moral education is not only important and difficult, it is inevitable
and educators must accept this responsibility. Schooling is a moral
enterprise. Education is simply not value-free. We cannot involve
a child in schooling from the age of 6 until the age of 21 and not affect
the t.,vay he thinks about moral issues and the way he behaves .
This strong view is not universally held, however. Robert
Hall, in his book Moral Education in Theory and Practice (1975) made
an extensive review of the literature in moral education. He conclud ed
with five basic recommendations which he claimed represented the
majority viewpoint of those concerned c.bout moral education. The
five recommendations are:
1.

Moral education should avoid indoctrinating ind iv id uals

into any system of values or beliefs.
2.

Moral judgment constitutes a particular identifiable form

of rational thought.
3.

Moral development takes place through a series of cog-

nitive stages.
4.

Moral education as a facilitation of human development

is possible through giving indiv iduals concrete experience in decisionmaking and practice in the skills of moral reasoning.
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5.

Moral development can be facilitated only in an atmosphere

of openness and personal integrity.
In an attempt to better define the issues in moral education,
Michael G. Thompson (Ryan and Thompson, 1975) of the University
of Chicago mailed a questionnaire to a random sample of a thousand
members of the Phi Delta Kappa organization. Five hundred sixtyone responded by the April 1, 1975 deadline. The seven-page instrument
probed a variety of issues from the definition of II moral person II to
religious affiliation to prescriptions for moral interve ntion in the schools.
Respondents felt that schools played a more effective role in the moral
thinking and behavior of students twenty-five years ago t han they
do today. They suggested a clear recognition that the schools have
a positive contribution to make in the moral development area. There
was wide agreement that a moral person is one who II shows genuine
concern about the rights and welfare of others 11 (97 percent) and
"thinks clearly about issues of right and wrong 11 (89 percent) . Interestingly, the two definitions that were accepted least were those relating
to dominant societal sexual mores and societal expectations in general.
Few of these educational leaders see moral behavior as conformist
behavior, and only a third believe society's rules concerning sex
define a moral person. While they rated Americans as morally 11 about
the same 11 as people in other countries , they rated themselves highly,
both in moral behavior and in their ability to think abo ut moral issues.
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The associa tion membership d eferred consistently to the family and church
in matters of moral training. Nin ety-four percent felt the family should
be the most important moral forc e in the lives of it s members. The
church was seen as the second most powerful moral educator (75 p erce nt),
with schools rated third (68 p erc e nt) . A general distrust of government
agencies and mass media was evident. Sixty-four p ercent of the
responde nts saw the mass media as having a negative affect on the
moral life of childre n, and forty-nine p ercent saw gov er nment agencies
as having a negative impact. Fifty-three percent saw peers as h2.ving
a positive moral influence, a nd forty-six percent regarded peer influence
as neutral or negative. Schools were seen by sixty-nine percent
of the respondents as having substantially le ss impact on the moral
thinking and behavior of children than they did twenty-five years
ago. Eighty-eight percent thought an active program of moral education
in the schools was an important adjunct to family and church. Only
two percent rejected the school's active participation in moral education.
Kappans were in general agreement that the school's ability to affect
the moral thinking and behavior of children is greatest when they
are youngest.
The moral issues which concerned the respondents were domestic
and personal ones:

rising crime (75 percent), breakdown of family

life (72 percent) , political corrup tion (72 perce nt) , and decline of
personal honesty (70 percent) . The t wo areas of least concern were
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the d ecline of r eligion and changing sexual mores. Older educators
(over 51) worried most about changing sexual mores. The bulk of
the respondents expressed moderat e concern, but a third of the 11 over
51" members were greatly concer ned. Approximately one-third of
the respondents und er thirty-five years of age were not at all worried
about changing sexual mores.
International iss ues were a source of only moderate concern.
One striking finding was the relation ship between religious
affiliation and concern about family d eterioration. Agnostics and atheists
were significantly l ess worried about the br eakdown of family life
than were the religiously affiliated; a t the same time, there vvas little
difference in th e level of concer n among Protestants, Jews, and
Catholic s.
Lawrence Kohlberg (1 975 ), probably the most influe ntial
and widely quoted educator in the field of moral education, is Director
of the Center for Moral Education, Graduate School of Education at
Harvard University. His central contribution, and the primary source
of the discus sions and controversies surrounding him, is his cognitive,
developm e nta l approach to moral education. Kohlberg called his approach
cognitive beca use he recognized that moral education, like intellectual
education, ha s its b ase in stimulating the active thinking of th e child
about moral issues and decisions. He also used the term

II

developmental

because he saw the aims of moral education as movement through moral
stages.

11
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Conceptually , Kohlberg (197S: 670) built on John Dewey and
Jean Piaget. He quoted Dewey:
The aim of education is growth or development, both
intellectual and moral. Ethical and psychological principles
can aid th e school in the greatest of all constructions--the
building of a free and powerful ch a racter . Only knowledge
of the order and connection of the stages in psychological
development can in sure this. Educ2tion is the work of
supplying the conditions which will enable the psycholog ical
functions to mature in the freeist and fullest manner.
According to Kohlberg, Piaget made the first effort to define
stages of moral reasoning in children th roug h actual inter views and
through observations of children (in gam e s with rules) . Using this
interview materia l, Piaget defined the pre-moral, the conventional
and the a utonomous level s as follows: (1) the pre-moral sta te involves
no sense of obligation to rules; (2) the heteronomous stage implicitly
d efines right as literal obed ie nce to rules and a n equation of obligation
with submission to power and punishment (roug hly ages 4-8); and
(3) the autonomous stage comprises a.n awareness of purpose, wherein
consequences of following rules are considered and obligations are
based on r eciprocity and exchange (roughly ages 8-12) .
Kohlberg 1 s cog nitive developm ental approach rises from the
id ea that since moral reasoning clearly is reasoning, advanced moral
r easoning depends upon advance d logical reasoning. That is, a person's
logica l stage puts a certain ceiling on the moral stag e he can attain.
Kohlberg defined three moral stages:

( 1) the pre-conventional level,
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(2) the conventiona l level, an d (3) the post -conventional, autonomou s ,
or principled level.
At the pre-conventional level, the child is responsive to cultural
rules and labels of good and bad , right or wrong , but interprets the s e
labels either in terms of the physical consequences of action or the
physical power of tho se who ennunciat e the rules a nd labels. Kohl be rg
divid ed this level i nto the following two stages:

stage one--the

punishment an d obed ienc e orientation--defines goodness or badness
by the physica l conseq u e nces of action; stage two - -the instrumentalr e lativist orie ntation--defines right a cti on as that which satisfies one's
own n eeds and occasionally the needs of others.
At the conventional l evel, maintaining the expecta tions of
the individual' s family, group or nation is perceived as valuable in
its own right , regard less of the imme diat e or obvious consequences.
At this l evel, Kohlberg id e ntifie d t wo stages:

stage three--the inter-

personal concordance or 11 good-boy/nic e -girl 11 orie ntation, wherein
good behavior is defined a s that which ple ase s or helps others and
is approved b y th em ; and stag e four--the

11

law and orde r" orientation,

wherein the right behavior consists of doi ng one's duty, showing
r espect for autho r ity , a nd maintaining the give n social or der for its
own sake.
At the po st-c onventional, autonomous or principled level,
there is a clear effort to d efin e moral values in p r inciples that have
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validity and application apart from the authority of the groups or persons
holding those principles and apart from the individual 's own ide ntification with these groups. This level also has two stages:

stage five--

the social contract l egalistic orientation, whe rein right action is d efined
in terms of general, individual rights and standards which have been
agr eed upon by the society; and stage si x --the universal-ethicalprinciple orientation, wherein right is defined by the decision of
conscience in accord with the self-chosen ethical principles appealing
to logical comprehensibleness, universality, and consistency. These
principle s are abstract and ethical , such as The Golden Rule, rather
than concrete moral rules like the Ten Commandments.
Neil Flinders (197 5), who works with the LDS Church Education
System in the area of planning and evaluation, drew heavily on Kohl b erg's
cognitive developmental thesis and also id entified three stages of
moral readiness.
In stage one (birth to age 8) good is defined as being obedient
to the expectations of the mother, reinforced by the father. Since
the child is wrapped up in his own pleasures and needs and is almost
completely subject to the will of others, he is very responsive at this
age to authoritative guidance and modeling. Therefore, there is no
better time to teach obed ie nce tha n during these very early years.
According to LDS theology, children are not held accountable for their
own behavior during this period, but the parents are.
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Flinders asserted that a child in stage two (age s 8-12) acquires
the capacity to distinguish betwee n his father's will and the abstract
rules that govern his father's behavior. Children become very rule
oriente d. Fairness , justice and consistency become very important.
Flinders recommended these years as an ideal time to teach the child
to do chores, take respo nsibility, learn citizenship, memorize the
Ten Commandments, the Articles of Faith and even the missionary
scriptures. This is s ee n as the golden period to teach values and
develop the basic disposition that will govern major decisions in the
futu re.
Flinders (1975: 32) quoted President Brigham Young as saying
that
. . . these noble, god-like principles should b e instilled
in them (childre n ) in their youthful days, that when they
grow up, they may never feel a disposition to deceive, or
to commit iniquity, or turn away from the holy commandments
of the Lord, but have powe r to control and govern themselves,
subduj_ng every inclination to evil, and every ungovernable
temptor, that they may secu re to themse lves eternal life.
In stage three (age 12 to adulthood} a teenager wants to know
why he should do what he is asked to do. This is a time of identity
struggle, religiou s awake r.ing, and abstract thinking. The 18-yearold is capable of moral maturity, of voluntarily obeying eternal principles
and the will of the Lord. He may question rules in order to find the
principles underlying the rules. He becomes more interested in the
spirit than in the letter of the l aw .
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Flinder s , in his report on r e ligious education, which involved
a decade of research and s tu dy of programs, t rends, theor i e s, practices,
and philosophies in several countr ies and culture s, made the following
eight conclu sions and recommendations:
1.

Dev e lop and maintain a un ique Latter-day Sai nt approach

to r e ligious education because educational ecumenism suffe rs limitations
similar to theological ecumenism .
2.

Help LDS r eligious educators understand a nd accept

the fact that in order to live by faith, the moral and spiritual dimensions
of life must b e a ck nowl edg e d, valued, and trusted more than the physica l
and r a tional d imensions of life .
3.

Develop and teach a simple, scriptural explanation of

how d esire, knowledge , and will power function to develop commitment,
values , and responsibility in the individual.
4.

Develop within the Church generally and among p r ofessional

religious educators specifically a point-of-view or philosophy of education
which corresponds with the spiritual nature of man and the process
by which teaching assists him and his growth toward maturity .
5.

Acknowledge the power and influence of the home on

both the student and th e teacher and apply this recognition by (a )
correlating the religious education efforts of the home and the church
with the d evelopmental stages of the child's moral development, and
(b ) training teachers to recognize the powerful impact of the home
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environment on their performance as well as on their students'
responses.
6.

Pursue the development of religious education curriculum

in such a way that a greater understanding of, facility in using,
and love for the scriptures is a cquired by church members.
7.

Articulate a pattern of administration that is harmonious

with the nature and purpose of religious education--that will complement
and accellerate the development of religious education in the Church.
8.

Strengthen the religious education program by discerning

its strengths and w eak nesses through emphasizing (a) the use of
effective records, (b) qualitative evaluation, and (c) the avoidance
of costly expe rime ntal research .
Thus, these studies on moral education revealed essentially
the same thrust as the studies on religious education , LDS religious
training, and value education. All are concerned with producing
responsible, moral citizens who act with integrity, s ensitivity, and
wisdom in solving problems of human interactio n. The points of
individual emphasis may vary, and again the literal aspects of LOS
theology cause its position to be unique and definitiv~ , but the overall
goals, as stated earlier, seem generally to be different maps of the
same t erritory .
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,suMMARY OF REVIEW OF LITERATURE

Human relations training is reflected in earliest recorded
religious history. The relationships of man to man and man to God
are seen as mutually enhancing down through the writings of the Christian
apostles.
The modern human relations movement had its roots in the
problems of human inter action precipitated by the industrial revolution.
The need in a comp etitive enterprise system to resolve human relations
problems that were hindering optimal productivity led eventually
to the development and refinement of social r e search techniques.
From two of the major, early, s ocial r e search efforts, the
Mayo study and the work of the Institute for Social Research, came
many of the pivotal concepts around which the mode rn field of humun
relations training evolved.
The tools for disseminating these human relations concepts,
attitudes, and skills were traditional and innovative instructional
techniques: information presentation methods, simulation methods,
and on-the··job practice .
No definitive conclusions can be drawn about the effectiveness
of these training techniques, however, because the research methodology
in the field has been generally inadequate. A review of expert opinion and a
review of training evaluation efforts revealed many non-empirical and
poorly designed research conclusions about training effectiveness.
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Several major efforts to review the state of human relations
training confirmed the general conclusions noted above. The purposes
and obj cctives of the training were generally not specified , and the
research that was done was generally unreliable . The vast majority
of the human relations training evaluative efforts revealed little, if
any, significant impact on behavior or attitudes. A few programs,
howeve r, showed positive results. Technical professionals, in particu -lar, and students in some colleg e studies, d emon strated some positive
gains from human relations training.
The goals of human relations tra ining and religious training
overlap. Human relations training, religious ed ucation, value education, and moral education are generally different maps of the same
territory, with the LDS r e ligiou s curriculum being more literally and
boldly define d than the other areas.

Chapter 3

RESEARCH DESIGN AND METHODOLOGY

STA TE MENT OF THE PR OBLEM

The literature review explicated in Chapter 2 showed that evaluations of human relations training programs yielded mixed results, but
most programs were d eficie nt in changing behavior. Som e studie s,
however, p articularly the Hipple study and the Cherrington an d
Thomp son study , demonstrated that human relations training could be
effective. The key appears to lie in the kind of training involved.
The review of literat u r e on religious, value, and moral education showed the synthesis of some of the directions and goals in these
fie lds with hu man relatio ns t rai ning, with a special emphasis on the
straightforward, uneq uivocal LOS philosophy of education.
T he unique contribution of this project was to compare a
traditional human relations training approach with a stewardship
approach based on LDS religious principles to s ee which approach produced the greatest so cial, emotional, and moral development. Also , no
study has b een found in the literature, other than the Ch e rrington and
Thomp son study, which attempted to mea sure the effect of human
r e lations tra ining on the moral dimension of character.
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SELECTION OF SUBJECTS

Two hundred Brigham Young University students in the Organizational Behavior 321 course and twenty-two students in the more advanced
Organizational Behavior 421 course were selected for the experiment.
Eighty percent of the students in the beginning Org anizational Behavior
321 class were males, mostly juniors majoring in Business or Communications, for whom the class is required. There were a few students who
took the course apart from an academic requirement. The Organizational
Behavior 321 course involved t wo one-hour lectures and one two-hour lab
each week. The Organizationa l Behavior 421 class involved two
eighty-minute lecture-lab combinations each week. The Organizational
Behavior 321 students randomly selected a lab section according to their
time preference . Each lab section had from 18 to 25 students in it.
Professor David Cherrington taught the Organizational Behavior 321 and
421 class es , and three Org anizational Behavior graduate students taught
the eight 321 lab sections--Norman Hill teaching four of them, David
Foster two, and Allen Bridge two.
The Organizational Behavior 421 students were primarily senior
undergraduate students. These students generally were more sophisticated in organizational behavior and huma n relations theories than the
undergraduate 321 students.
Thus, the effects of the human relations training were tested in
nine sections over a total of 222 students.
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DESCRIPTION OF COURSES

The effects of two different kinds of human relations training,
which one lab instructor provided in his four sections, were tested.
Two of the sections used what will be termed hereafter a traditional
approach, and two used what will be term ed hereafter a stewardship
approach.
The intent was to control for the t eacher variable by having
the same person teach all four sections using two different approaches,
a traditional approach in the two Wednesday sections and a stewardship
approach in the two Thursday sections.

GRADING SYSTEM

One-third of the overall class grad e came from the lab s ec tion.
David Foster and Allen Bridge graded their lab sections on participa -tion and on weekly quizzes covering the material presented in the
lab simulation experiences. Their approach utilized simulation almost
totally, with little cognitive input. After each simulation experience,
the experience was analyzed in an attempt to distill some hypotheses
and generalizations from it.
In Norman Hill's traditional lab classes , grading was based
on four written papers and on one group presentation. Two papers
were to discuss insights gained from a group experience which occurred
in the class, and two papers were to discuss articles read outside
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of class. Sometime during the semeste r, groups of three to five stude nts
were to make a ten-minute presenta tion based on a chapter from the
text, Managerial Proce ss and Organizational Behavior (Filley and
House, 1969). Twenty percent of the grade was bas ed on participation in lab e xercises and discussions and eighty percent on the
four papers which were to be ha nded in (twenty percent
each) .
In Norman Hil1 1 s Thursday stewardship classes, each person
was to prepare a personal goal sheet based on areas which he wanted
to improve. Items were limited to those goals which could be accomplished
and evaluated within the course of the s emester . The students wer e
to submit a goal sheet for approval three weeks after the semester
began, a progress report midway, and a final goal evaluation to be
discussed with the instructor the last week of scheduled classes.
Each student was also to read selected chapters from Spiritual Roots
of Human Relations

(Covey, 1970), and How To Succeed With People

(Covey, 1971) and to participate in a group presentation based on
a selected chapter from Spiritual Roots of Human Relations. At one
point in the semester, the lab instructor reported that students subgrouped and discussed the progress they were making toward their
goals and solicited the help of their peers . Twenty percent of the
grade was based on participation, twenty percent on completing the
assigned readings, twenty p e rcent on the group project, and forty
p e rcent on the achievement of self-selected goals.
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, TEACHING APPROACH: TRADITIONAL
VS. STEWARDSHIP

The traditional approach, as defined in this study, involved
a large (200 students) lecture section a nd smaller (18 to 25 students)
lab sections. This structure provided for cognitive input in the lectures
and involveme nt opportunity in the lab through case analysis, roleplaying , games, and skill exercises.
The stewardship approach involved giving a responsibility,
r eceiving a responsibility, and accounting on that responsi bility. Students were encourag e d to s et up their own areas of
improvem ent by asking four basic questions: Where am I now? (present
situation); Where do I want to go? (objective s); How do I get there?
(pla n of action); and How will I know I have arrived? (criteria or
standards of performo.nce) . Students were then free to do whatever
was necessary to accomplish these goals after the stewardship had
been finally approved by the teacher.

The stewardship approach also

involved explicit encouragement to d r aw from religious principles in
goal selection and human relations discussions.
For the first several weeks of a 14-week semester the content
of the traditional labs and stewardship labs was similar except that
the instr uctor attempted to integrate sacred and secular learning in
the stewardship class whenever appropriate opportunities presented
themselves. About hall-way through the semester, the instructor
was directed to make more of a conscious effort in the stewardship
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section to teach from the scriptures and from t he two required books .
He reported that he tried to do so three or four times .

EXPERIMEN TAL DESIGN AND DATA
COLLECTION

In this section the components of the experimental d esign
and the seq ue nce of the data collectio n will be described.

The Solomo n Four-Group Design
The Solomon Four - Group Design was used because it is considered on e of the fin es t experimental designs for social research.
This conclusion was reached by Donald T. Campbell of Northwestern
University and Julian C. Stanley of Johns Hopkins Univ e rsity after
examining the validity of 16 ex p er imental desig ns against 12 common
threats to valid inference (C ampbell and Stanley, 1962) . The Solomon
Four-Group Design was rate d at the top, primarily because it controls
for all eight potential problems internal to the experim ent which might
affe ct the validity of the results:

(1) history--extraneous events

occurring between pre- and posttests, (2) maturation---effects resulting
only from passage of time rather than t reatment, (3) testing--Hawthorne
or other testing effect accounted for, ( 4) instrumentation --changes
of observers and instruments, (5) statistical regression-misleading conclusions due to selection of subjects on the basis
of extreme scores,

(6) biases resulting in differential selection

of respondents for the comparison groups, (7) experimental
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mortality--the differential loss of respondents from the comparison
groups, and (8) selection maturation interaction.
The Solomon Four-Group Experimental Design can properly
control for only one of the four threats to external validity of the
results--the interaction of testing and the experimental variable. To
illustrate, a pretest might increase or decrease the respondent's
sensitivity or responsiveness to the experimental treatment. Thus the
results obtained for a pretest of a population would not be representative of the effects of the experimental variable for an unpretested
population. The Solomon Four-Group Design, however, controls for this
problem by pretesting half of the experimental and control groups.
The three external validity criteria which the Solomon FourGroup Design did not satisfy were:

( 1) the interaction effects of selection

biases and the experimental variable, (2) the reactive effects of experimental arrangements which would preclude generalization about the
effect of the e:x-perimental variable upon persons being exposed to it
in a non-experimental setting, and (3) multiple tree.tment interference
which is likely to occur whenever multiple treatments are applied to
the same respondents because the effects of prior treatments are not
usually erasable.
To graphically present the Solomon Four-Group Experimental
Design, the following code will be employed. An "X II will represent
the exposure of a group to an experimental variable or event, the
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effects of which are to be mea.sured.

11

0

11

will refer to some process

of observation or measurement; the 11 X's 11 and 11 0 1 s" in a give n row
are applied to the same specific persons. The symbol 11 R" indicates
random assignm e nt in orde r to s eparate tr eatm ent group s .

Time 1

Treatme nt

Time 2

Group 1

R

01

X Stewardship

02

Group 2

R

03

T ra diti.onal

04

Group 3

R

X Stewa rdship

OS

Group 4

R

Traditional

06

Questionnaire
Earlier this year, Ch errington and Thompson tested a
questionnair e at a junior college , as repo r ted in Chapter 2. The same
questionnaire was used in this s tudy. It was designed to measure
changes in behavior by measuring three aspects of personal development:
social, emotional, and moral development. There were ten items regarding each aspect of behavior, for a total of thirty questions. The social
dimension was measured by ratings on the following skills:

good

listener, communication, leadership, giving fe edback, social skills,
problem solving, resolving conflict, cooperation, love of others, and
adaptability.
Th e emotional factor was judged by ratings on the following
items:

self-respect, patie nc e , control of temper, control of feelings,
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handling of criticism , handling of personal problems , self-awareness,
congruence, self-confidence, and self-discipline.
Moral growth was evaluated by ratings on:

personal prayer,

scripture study, church attendance, fasting, concern for the poor
and nee dy, willingness to accept assignments, magnify church calling,
missionary activity, sabbath observance, and avoiding pornographic
literature.
The students were asked to rate them selves on each item by
using a 9-point scale which ranged from 1 (a serious weakness or
problem) to 9 (one of my outstanding strengths ) . In addition the
students were asked to indicate on each item whether they thought
they were g etting worse (-), staying about the same (0), improving
slightly (+) , or improving significantly (++) .
The qu estionnaire was used for both self-report and peer
evaluation and administered a s both a pre- and posttest to two of the
groups and as a posttest only to the other two groups. Appendix A and
Appendix B contain these questionnaires and the rating scale used. The
questionnaire for peer evaluation differs from the self--report questionnaire
only in terms of the explanation given at the top of the form.

Case Study
Another kind of data using observer ratings was collected to
assess the differing impact of the traditional and stewardship approaches.
Six graduate students were asked to observe the two traditional and the
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two stewardship sections. The students in these sections were organized
into groups of five students and given a case problem requiring
analysis, decision making , and role playing to implement the decision.
The same four graduate students served as obse rvers of all four
sections. Appendix C contains a copy of the observation forms which
were used for evaluation . Students were evaluated on a scale of 1
to 7 regarding their observations of 5 variables: communication,
problem-solving, cooperation, l eadership, and overall effectiveness.
Appendix D contains a copy of the case study and the scales
used to rate the participants.

Class Evaluation
At the 2nd of th e semester , all nine classes were asked to
evaluate the effect on their lives of both the class and the lab experience
against fifteen criteria , many of which were similar to, although not
identical with , the criteria used on the questionnaire dealing with
social, emotional, and moral factors .
The students rated each criterion on a 9-point scale of 1
(extr emely negative effect) to 9 (extremely positive effect) . The
criteria rated were:

ability to lead others; general feelings of happiness

with life; ability to define , set, and achieve gcals; ability to understand
the feelings of others; ability to communicate with others; u nderstanding
of self; ability to work effectively in a group; knowledge of the gospel;
improved self-esteem; commitment to live the gospel; gaining of
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knowledge that will be useful in later life; ability to get along with
others; self-confidence; ability to develop and maintain close friendships; and ability to love and be loved.
Appendix E contains the course evaluation form.

Interviews with the Lab Instructor
Each student in the stev,ardship section was required to
participate in a personal interview with the instructor, while those in
the traditional section were only requested to participate. One hundred
percent of the students in the stewardship sections and approximately
eighty perce nt of the students in the traditional sections were interviewed. A content analysis of the five most frequently mentioned
responses from each group comprised another source of data regarding
the different effects of the traditional and stewardship approaches.
In these interviews students were asked, "What, if any, chang es have
resulted from your having taken this lab?"

SEQUENCE OF EVENTS

Th e e xperiment was conducted and the data collected according
to the following sequence of events.
The pretest was administered the first day of class by an
Organizational Behavior graduate student to the Wednesday, 2: 00
and 4: 00 p. m. sections and by Professor Cherrington to the Thursday
11: 00 a,m. and 1: 00 p .m, sections.
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The pretest self-report questionnaire was c ompleted in clas s,
and three peer evaluation questionnair es were distributed to each
stude nt. The response on the peer evaluation questionnaire was so
poor, that is, so fe w completed questionnaires were r eturned, that
after three weeks more were distribute d to class memb ers to give to
their peers for completion. Many more evaluations came in, but they
were still relatively few in number , totaling 211 or approximately
23 percent of the poss ible responses.
The posttest was give n during the last lab session, which
tool< pla ce during the last week of regularly scheduled classes. Students
were again asked to evaluate themselves and to ask three p eers to
evaluate them.
The case problem role-play experience was observed during
the next to the last lab session in the semester.
The inte rvie ws with the lab instructor and the class evaluation
took place in the la s t vveek of the semeste r.

Chap-ter 4
THE EFFECTS OF HUMAN RELATIONS TRAINING ON THE
SOCIAL , EMOTIONAL AND MORAL DEVELOPMENT
OF STUDE NTS

Four different data-gathering methods a nd instru ments were
used to measure the effects of human relations training on the social,
emotional, and moral development of stude nts. The findings of each
method will be presented in turn.

SOLOMON FOUR - GROUP EXPERIMENTAL DESIGN
AND QUESTIONNA IRES

A one-way analysis of variance was used to compare diffe rences
betwee n the pretes t and postte st mean scores for the traditional and
stewardship groups. The information from this analysis is summarized
in Tables 2-10. Each tc.1ble p resents the mean scores and also indicate s
whether the means were significantly different. If the proba bility
of a significant difference was greate r than .10, the differences were
considered non-significant (ns) . If the probability was between . 05
and .10 , th e diffe rences were reported . If the probab ility was less
tha n . 05, the diffe re nces we r e considered statistically significant.
The sections tested are indicated in the titles of the tables.

Pre- and Posttest Comp arisons-Self- Reports
The questionnaires asking the students to asse ss the effects
of human relations training on their social, emotion al, and moral
94
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development produced composite results, as shown in Tables 2 and
3. Overall, the means were not significantly d iffer ent. In comparing
the pre- and po s ttest mean differences of stewardship and traditional
groups for each of the 60 varia bles sho wn in Table 4, significant
differences we re found on the problem solv ing and cooperation variables
under social development, and on missio nary activity in the moral
development area. Three out of sixty va riables showed statistical
significance , or only five perce nt of the items, whic h might be a result
of chance alone.

Pre- and Posttest Comparisons-Peer Evaluations
Peers of the subjects were a sked to resp ond to a questionnaire,
and as reported in Table 5, the results were not significant when com paring the pre- and po s ttest means on a com posite basis. When the
60 individual variable s shown in Table 6 were ex amined, a positive
result was found on only 1 of the 60 variablEs , that of patience . Only
211 peer evaluation questionnaires were returned, which is approximately
23 percent of thos e requested (300 stud e nts time s 3 peer evaluations
p e r student) .

Traditional and Stewardship Comparisons--Self- Reports
When the means of the traditional and the stewardship self-·
reports were compared, as reported in Tables 7 and 8, no significant

TABLE 2

Pretest vs. Posttest Self-Report Questionnaire Composite
Mea n Score Ratings and Average Change Ratings
for All Stu de nts
(All sections, N=205) (df=l, 203)
AVERAGE RATINGS a

AVERAGE CHANGE b

PRE

POST

PROB

PRE

POST

PROB

SOCIAL DEVELOPMENT

6.56

6.52

ns

2.48

2.49

ns

EMOTIONAL DEVEI...OPMENT

6 .19

6.24

ns

2.44

2.39

ns

MORAL DEVELOPMENT

6.15

6.06

ns

2.32

2.56

ns

aAverage ratings on a 9-point scale where l= a serious weakness or problem and 9= one of
my outstanding strengths.
bl= - if it has tended to get worse, 2=0 jf there has been no change, 3=+ if it has tended to
improve, and 4=++ if there has been a great improvement.
(.0
0)

TABLE 3
Pretest vs. Posttest Self-Report Questionnaire Composite
Mean Score Ratings and Average Change Ratings for
Stewardship and Traditional Sections
(Four Sections, N=l20)
(df=l, 118)
AVERAGE RA TINGS a

AVERAGE CHANGEb

PRE

POST

PROB

PRE

POST

PROB

SOCIAL DEVELOPMENT

6. 68

6.48

ns

2 . 50

2.46

ns

EMOTIONAL DEVELOP MENT

6.28

6.20

ns

2. 45

2.37

ns

MORAL DEVELOPMENT

6.30

6.19

ns

2.29

2.31

ns

aAverage ratings on a 9- point scale where l= a serious weakness or problem and 9= one of
my outstanding strengths.
bl= - if it has tended to get worse, 2=0 if there has been no change, 3=+ if it has tended to
improve, and 4=++ if there has be?en a great improvement.

tO
'-.I

TABLE 4
Pretest vs. Posttest Self-Report Questionnaire Mean Score Ratings
and Average Char.ge Ratings on Social, Emotional, and Moral
Development for Stewardship and Traditional Sections
(Four Sections, N=l20 ) (df=l, 118)
Social Development
PRE

Average Ratinga
POST
PROB

PRE

Average Changeb
POST
PROB

l.

Good listener: Willing to hear and understand what others say
and feel.

6.91

6.58

ns

2.44

2.49

ns

2.

Communicaticn: Able to express oneself clearly and concisely.

5.89

6.21

ns

2.57

2.46

ns

3.

Leadership: Ability to organize and motivate others to accomplish
a task, exerc ises initiative.

6.84

6.47

ns

2.36

2.29

ns

4.

Giving Feedback: Able to give feedback to others ln a way tha t
ls helpful ar.d consid erate.

6.41

5 . 97

ns

2.50

2.37

ns

5.

Soci.:il Skills: Feels comfortable when meeting new people or
tc1lkin<J to a new yroup, knows how to act Jn social s e tti ng s.

6.20

6 . 22

ns

2.69

2.51

ns

6.

Problem solving: Able to work well with others in solving
problems and making decisions.

6.98

6.59

.090

2.29

2.55

.012

7.

Resolving conflict: Able to solve conflicts without excessive
emotion or "walking out."

6.66

6.59

ns

2.55

2. 47

ns

8.

Cooperation: Willingness to alter one's plans or activities to
accommodate others, willingness to share and be helpful, to
pull together.

7.24

6.74

.042

2.44

2.39

ns

9.

Love of others: Genuine concern for the feelings and welfore cf
others.

6.76

6.67

ns

2.60

2.42

ns
to
00

10. Adaptability: Accepts realities as they come and make s the
most out of each situation.

6.93

6.67

ns

2 .47

2.40

ns

TABLE 4

(continued)
Average Ratinga

Emotional Development

lwer2ge Changeb

PRE

POST

PROB

PRE

POST

PROB

1.

Self-respect: Feels worthwhile and proud of oneself without
being arrogant.

6.89

6.60

ns

2.56

2.36

ns

2.

Patience: Ability to wait when necessary without criticizing or
complaining; enduring, and persevering.

5.55

6.21

ns

2.57

2.46

ns

3.

Cont rol of temper: Steady, not easily upset, does not get angry,
cccs not swear or profane.

6.48

6.47

ns

2.40

2.41

ns

4.

Control of feelings: Does not get jealous, envious, or resentfttl;
a happy and pleasant person.

5.98

5.86

ns

2.33

2.32

ns

5.

Han dling of criticism: Cun evaluate and accept criticism; docs
not dist•)rt feedback or blow it out of proportion.

6.04

6.07

ns

2 .49

2.33

ns

6.

Handling of personul problems : Can fuce disuppointments in life,
does not make mount2ins ou t of molehills.

6.20

G.30

ns

2 .49

2.40

ns

7.

Self-awareness: Realizes personal strengths and weaknesses,
a ware of how one is perceived by others.

6.49

6.26

ns

2.49

2.52

ns

8.

Congr uence: Consistency in one's inner feelings and outward
expressions, not having to pretend or to act like someone else.

6.71

6.45

ns

2 .36

2.29

ns

9.

Self-confidence: Sure of oneself, not th rentened by people in
authority or intimiduted by assertive people.

6.51

6.28

ns

2.53

2.43

ns

10. Self-discipline: Does not procrastinate, keeps appointments ,

6.02

6.20

ns

2.47

2.40

ns

maintains control of personal life, such ils appetite, physical
exercise, and getting out of bed.

lO
lO

TABLE 4

(continued)
Average Changeb

Average Ratinga

Moral Develo_2ment
PRE

POST

PROB

PRE

POST

PROB

1.

Personal prayer: Prays frequently, prayers are meaningful .

5.96

5.94

ns

2.81

2 .40

ns

2.

Scripture study: Earnestly studies tho scriptures dail y.

4.30

4. 43

ns

2.44

2. 49

ns

3.

Church att enda nce : Attends church regularly, has a revon::nt
and worshipful attitude.

7.69

7. 40

ns

2 .18

2.21

ns

4.

fasting : Observes the law of the fast regula:-ly and willingly, combines fasting with prayer and payment of a fast offer lng .

5.45

5.28

ns

2.33

2 . 32

ns

S.

Concern for poor and needy:
ure in need .

G.45

6 .13

ns

2.23

2.37

ns

6.

Willingness to accept as(;i()nmcnts:
what is asked .

6.91

6.45

.084

2.31

2.32

ns

7.

Magnify church calling: Puts a lot of thought and effort into fulfilling a call to s erve.

6.47

5.95

.069

2.36

2.31

ns

8.

Missionary activity: Seeks for opportunities to share the gospel,
aware of the importance of setting an example.

6.14

5.45

.058

2.20

2 .19

ns

9.

Sabbath observance: Curtails secular activities and entertainment,
plans for worshipful and spiritual activities.

7. 05

6.43

.072

2.20

2.20

ns

10. Avoid pornographic literature: Personally decides to avoid porno-

7.67

7.24

ns

2.40

2.55

ns

Willing and anxious to help those who

Willing to go out of the way to do

graphic movies, magazines, pictures, and bocks, etc.
a.11. verage ratings on a 9-point scale where 1= a serious weakness or problem and 9= one of my outstanding strengths.
bl= - if it has tended to get worse, 2=0 if there has been no ch?nge, 3=+ if it has tended to improve, and 4=++ if
there has been a great improvement.

1-J

0
0

TABLES
. Pretest vs. Posttest Peer Questionnaire Composite Mean Score
Ratings and Average Change Ratings for All Students
(All Sections, N=Zl l)
(df=l, 209)
AVERAGE RA TINGSa

AVERAGE CHA NGE b

PRE

POST

PROB

PRE

POST

SOCIAL DEVELOPME NT

6.90

6.98

ns

2.41

2.43

ns

EMOTIONAL DEVELOPMENT

6.67

6.79

ns

2.35

2.32

ns

MORA L DEVELOPMENT

7.23

7.00

ns

2.33

2.31

ns

PROB

aA verage ratings on a 9-point scale where l= a serious weakness or problem and 9= one of
my outstanding strengths.

bl= - if it has tended to get worse, 2=0 if there has been no change, 3=+ if it has tended to
improve, and 4=++ if there has been a great improvement.

......,
0
f-'

TABLE 6
Pretest v s. Posttest Peer Questionnaire Mea n Score Ratings and
Average Change Ratings on SocicJ.l, Emotional, and Moral
Development for All Students
(All Sections, N=21 l) (df=l, 209)
Socic1l Development

Average Riltinga
PRE

?OST

PROB

PRE

Average Chcngeb
POST
PROB

1.

Good listener: Willing to hear and understand what others say
and feel.

G.87

7.23

ns

2.46

2.35

ns

2.

Communication : Able to express oneself clearly and co!1cisely.

6.78

6.67

ns

2.44

2. 51

ns

3.

Leadership : Ability to organize and motivate others to accomplish
a task, exercises initiative.

6.99

6. 72

ns

2.44

2.50

ns

4.

Giving Feedback: Able to give feedback to others in a way that
is h elpful and considerate.

6.43

6.67

ns

2.39

2.51

ns

5.

Social Skills: Feels comfortable when meeting new people or
talking to a new group, knows how to act in soclal settings.

7.24

6.81

. 080

2.48

2.46

ns

6.

Problem solving: Able to work well with others in solving
problems and making decisions.

6.76

6.93

ns

2.31

2.39

ns

7.

Resolving conflict: Able to solve conflicts without excessive
emotion or "walking out. 11

6.83

6.78

ns

2.37

2.36

ns

8.

Cooperation : Willingness to alter one's plans or activities to
accommodate others, willingness to share and be helpft; l, to
pull together.

7 .14

7 .18

ns

2.38

2.41

ns

9.

Love of others: Genuine concern for the feelings and welfare of
others .

7.23

7.30

ns

2.57

2.42

ns

10. Adaptability: Accepts realities as they come and makes the
most out of each situation.

,_.
6.99

7 .17

ns

2.30

2 .44

.106

0
N

TABLE 6

(continued)
Average Ratinga

Emotional Develop_ment
PRE

POST

PROB

Average Changeb
PRE

POST

PROB

1.

Self-respect: Feels worthwhile and proud of oneself without
being arrogant.

6.87

6.65

ns

2.42

2.50

ns

2.

Pctience: Ability to wait when necessary without criticizing or
complcining; enduring, and persevering.

5.92

6.54

.029

2.39

2.38

ns

3.

Control of temper: Steady, not easily upset, does not get angry,
does not swear or profane.

6.96

6.97

ns

2.40

2 .14

. 008

4.

Control of feelings: Does not get jealous, envious, or resentful;
a happy end pleasant person.

6.90

6.77

ns

2.40

2.22

.071

5.

Handling of criticism: Can evaluate and accept criticism; does
not distort fo~dbuck or blow it ou t of proportion.

6.43

6.61

ns

2.30

2.23

ns

6.

Ha:1dling of personal problems: Can face disappointments in life,
does not mcke mountains out of molehills .

6.39

6.80

.109

2.32

2.35

ns

7.

Self-awareness: Realizes personal strengths and weaknesses,
aware of how one is perceived hy others.

6.75

6.74

ns

2.49

2.42

ns

8.

Congruence: Consistency in one's inner feelings and outward
expressions, not having to pretend or to act like someone else.

7.22

7 .37

ns

2.30

2.31

ns

9.

Self-co~1fidence: Sure of oneself, not threatened by people in
authority or intimiduted by ussertive people.

6.96

6.88

ns

2 .36

2.42

ns

10. Self-discipline: Does not procrastinate, keeps appointments,

6.80

6.81

ns

2.29

2.40

ns

maintains control of personal life, such as ;;.ppetite , physical
exercise, and getting out of bed.

~

0

w

TABLE 6

(continued)

Moral Develop_ment
PRE

lwerage Ratinga
POST
PROB

PRE

Aver a ge Changeb
POST
PROB

l.

Personal praye r : Pruys frequently , p rayer s are meaningful.

7 .16

6.71

.099

2.38

2.37

ns

2.

Scri;:,ture study: Earnestly stud!es the scriptures dall y.

5.82

6.10

ns

2 .41

2. 32

ns

3.

Church ilttendance: Attenc!s c hu rch regularly , has a reverent
and wcrsh ipful ilttitude.

7 .81

7.65

ns

2.21

2.26

ns

4.

F;:,sting: Obs erves the Jaw of the fa st regu ldrly and willingl y, com bines fa s ti~ig with prayer and pa yment of a fast offc'ring.

6.76

6.52

ns

2.24

2 . 27

ns

5.

Ccnc"rr. fo r po0r and needy:
a,·., !n need.

6. 72

G.83

ns

2.34

2.20

ns

6.

WtllJngness to accept assignments:
v,h-it 1~ a~ked.

7 .17

7 .17

ns

2.23

2 .3 5

ns

7.

rv:agnif y church calling: Futs a lot of thought and effort into fulfill ing a call to serve .

7.40

7 .1 5

ns

2. 54

2.36

ns

8.

~!!ssio nary activity: Seeks for epportunlt!es to sha r e the gospel,
aware of the importance of settl::g an example .

6.86

6.44

ns

2.31

2.25

ns

9.

Sabbath observance: Curtails secular activities and e nte r ta inment ,
plans for worshipful a nd spiritual a c tiv lties.

7.23

7.04

ns

2 . 28

2.26

ns

10. Avoid pornographic literature: Personally dec ides to avoid porno-

8.16

8. 32

ns

2 .15

2.19

ns

\\'illin tJ a nd ilnxiou!.: to hc•lp those who

Willing to go out of the way to do

gr aphic movies, . magazines , pictur es, and books , etc.
aAverage ratings on a 9-point scale where l = il serious weakness or ;:,roblem and 9= one of my outstanding streng!hs .
bl= - if it has tended to get worse , 2= 0 if there has been no change, 3=+ if It has tended to improve, and 4= ++ if there
has been a great improver.ient.

1-.J

0

,p.

TABLE 7
Self-Report Questionnaire Mean Score Composite Effects Comparing
Traditional and Stew ardship Sections
(N=78)
(df=l, 76)
AVERAGE RATINGSa
TRAD

STEW

SOCIAL DEVELOPMENT

6.50

6. 47

EMOTIONAL DEVELOP MENT

6.23

MORAL DEVELOPMENT

5.94

AVERAGE CHANGE b

PROB

TRAD

STE vV

ns

2.48

2.42

ns

6.16

ns

2.38

2.38

ns

6.21

ns

2.29

2.34

ns

PROB

aAverage ratings on a 9-point scale where l= a serious weakness or problem and 9= one of
my outstanding strengths.
bl= - if it has tended to get worse, 2=0 if there has been no change, 3=+ if it has tended to
improve, and 4=++ if there has been a great improvement.

,_.
0
(/1

TABLE 8
Self-Report Questionnaire Mean Score Effects Comparison of
Traditional and Stewardship Sections on Social,
Emotional, and Moral Development
(N=78)

(df=l, 76)
Ave~;,_g e Ratinga

Social_ Deve!opmC'~

TRAD

STEW

PROB

A·1eruge Cr.cngeb
TRAD

STE W

PROB

l.

Good listener:
and feel.

Willing to hea r and understand what others say

6.57

6.60

ns

2.46

2. 51

ns

2.

Co'.r. rnun !catlon: Able to expre$s oneself clc.:irly -inc'. concisely.

6.40

5.97

ns

2. 51

2.40

ns

3.

Leade rr,:iip: A!Jllity to organize and motivate others to accomplish

6. 93

6.40

.07

2.49

2.31

ns

a task, exerci£!-!S i r.itic.tive .

4.

Giving Feedback: Able to give feedbuck to othcn; in a way that
ls helpful .:ind con side rate.

5. 93

6 .03

ns

2.44

2. 29

ns

S.

Socia! Skill s : F eels comfortable when r. 1eeting m,w p eopl e or
talk ing tc- a new group, knows how to ;:ict in soc kl settings.

6.00

6.50

ns

2.56

2.~4

ns

6.

Pro!Jl.:im ~,,lv ing: Able to work well with others in solving
problem s .:?nd muking decisions.

6.57

6.62

ns

z .,;9

2. 62

ns

7.

Resolving conflict: Able to solve conflicts without excessive
emotion or "v1.:ilking out."

6.69

6.47

ns

2.39

2.56

ns

8.

Cooperation: Willingness to alter one's pluns or activities to
accc'."!111:odate others, v1illlngness to share and be helpful, to
pull tc.,9ether.

6.50

7.03

.10

2.46

2.29

ns

9.

Love of others: Genuine concern for the feelings and weliar e of
c,theri:.

6.57

6.79

ns

2. 51

2.30

ns

10. Adup ta billty:
most

O'Jt

Accepts realities as they come and makes the

r1f C'ilch ~ituut!on .

t-'

0
0)

6.81

6.51

ns

2 .49

2 . 53

ns

TABLE 8

(continued)
Average Ratlnga

Emot!omil Develop_ment

TRAD

STEW

Pnon

Average Chcngeb
TR ,\D

STE W

PROB

l.

Self-respect: Feels worthwhile and proud of oneself without
being arrogant.

6.81

6.34

ns

2.37

2.34

ns

2.

Po tie:1ce : Ab!l!ty to wait when nec essary w\:hout crlticizlng or
c-:-mptiining; enduring, and persevering.

5.48

5.51

ns

2.39

2.40

ns

3.

Control of temper:

6 . 79

6.09

.078

2.37

2.20

ns

Steady, not ea~!ly upset, does no t yet angry ,

do<:~s not swear or profune.

4.

Control of kPling ~: Dues not get Jealous , c>nvlous , t•r rese ntful;
a h,tf:'P i' ,md plea~ilnt pcr,:on.

S. 81

5. 91

n~

2 .2 9

2.34

ns

S.

H;:,ncling of cri ticism: Can evalu;:,tc e nd accq,t crltlcls:n; does
not distort feecback or blow it out of proportion.

6.00

6. 15

ns

2.39

2.25

ns

6.

Handling of persona l probkms: Can face dlsappolntments In life,
does not make mountains out of molehills.

6 . 29

6.79

.066

2.39

2.23

ns

7.

Self-awareness: Realizes personal strengths and weaknesses ,
aware of how one ls perceived by others .

6.07

6.50

ns

2.49

2.56

ns

8.

Congruence: Consistency ln one's inn er feelings <1nd outward
expressions, not having to pretend or to act like someone else.

6.36

G.SG

ns

2.34

2.24

ns

9.

Sr,lf-conf!dence: Sure of oneself, not threutened by people ln
authority or intimidated by assertive people.

6 .3 8

6.15

ns

2. 37

2.50

ns

10. Self-dlscip!lne: Dees not prccrastlnnte, keeps appointments,

6.29

6.09

ns

2.37

2.44

ns

I-'

maintain s control of personal life, !:Uch as appetite , physical
exercis e, and g ettlng out of bed .

0
--..J

TABLE 8 (continued)
1,'.oral Dcvcloe_ment

Aver:ige Ratlngu
TRAD STE\h!
PROB

TRAD

l,verage Chungeb
STEW

PROB

l.

Personal pruycr: Pruys frequently , prnyers are me.:inlngful.

5.98

5.89

r.$

2. 34

2.46

ns

2.

Scripture study: Earnestly studies the scriptures daily.

4.02

4.94

.078

2.22

2.38

ns

3.

Chu!'ch attendance: Attends church regularly , has a rev~rent
.:md 'Norshlpful attitude.

7. 60

7 .16

ns

2 .12

2.31

ns

4.

Fnst!ng: Obs erves the law of the fast regularly and willlngly , c omb ine z fasti?!g with prayer and payrr?ent of a fast off€', inc;.

5.33

5.21

ns

2 .15

2 .12

ns

5.

Conce rn for poor and needy: W!lling and anxious to hc:p those who
are in need.

5. 83

5 .13

. CBS

2.32

2.43

ns

6.

Willln,;;ncss to accept assignments:

6.17

6.79

. 066

2.39

2.23

ns

6.07

6.50

ns

2.49

2.56

ns

Willing to go out of the way to do

wh;:it iG asked.

7.

l,'.ag n~y church calling:
ing c cnl: to ser ve .

Puts a lot of thought and effort into fulfill -

8.

Mi>:~ionar~• <". ctivity: Seeks for opportunities to share the ~•cspel ,
awan.! of the importance of setting nn example.

S .31

5. 63

ns

2.20

2 .16

ns

9.

Sa bbath observance: Curtails secular activities and enterteinment,
plans for worshipful and spiritual ilCtivities.

6.34

6.52

ns

2. 29

2. 27

ns

10. Avoid pornog:-aphlc literature: Personally decides to avoid porno-

6. 95

7.59

ns

2.37

2 . 44

ns

<;ll'cphic movies, magazine:s, pictures, and books, etc.
aAverage rati ngs en a 9-poi nt scale where l= a serious weakness or problem and 9= or.e of my O'.ltstand!ng strengths.
bl= - if it h::is tended to g et worse, 2=0 if there has been no change , 3=+ if it has tended to Lrnprove, and 4=++ if
there has been a great irr.provemcnt.

I-'

0

co
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differenc es on the composite scores or on any of the 60 variables were
found.

Traditional and Stev.ra rdship Compurisons and Peer Evaluations
An examination of the peer evaluations comparing the traditional
and the stewardship approaches, as reported in Tables 9 and 10,
revealed no significance on the comp osite scores. Two variables in
the social development are a, cooperation and love of others, showed
significance in favor of the stewardship approach. Seventy-eight
p eer evaluation questionnaires were returned from those four sections ,
which was about one-third of those r equested.

OBSERVER RATINGS COMPAR ING TRADITIONAL
AND STEWARDSHIP TEACHING
APPROACHES

When observer ratings between traditional and stewardship
approaches were compared, as shown in Table 11, two of the five
variables showed significant differences--problem solving (p ~. 05)
and cooperation (p ::.. 01 ) .
There may be some reason to question the validity of this
measure since the obs e rvers of the traditional classes held on Wednesday
had no prior experience with the observation form , while the same
observers examining the Thursday stewardship sections had experience
with the form from observing the traditiona l approach sections.

TABLE 9
Peer Questionnaire Mean Score Composite Effects Comparison
of Traditional and Stew ardship Sections
(Four Sections, N=78)
(df=l, 76)
AVERAGE RATINGS a
TRAD

STEW

SOCIAL DEVELOPMENT

6.75

7.08

EMOTIONAL DEVELOPMENT

6.71

MORAL DEVELOPMENT

7 .11

AVERAGE CHANGE b

PROB

TR AD

STEW

ns

2.50

2.48

ns

6. 80

ns

2.44

2.40

ns

7 .12

ns

2.43

2.26

ns

PROB

aA verage ratings on a 9-point scale where l= a serious weakness or problem and 9= one of
my outstanding strengths.
bl= - if it has tended to get worse, 2==0 if there has been no change, 3=+ if it has tended to
improve, and 4=++ if there has been a great improvement.

f-'
f-'

0

TABLE 10
Peer Questionnaire Mean Score Effects and Average Change
Ratings on Social, Emotional, and Moral Development
for Traditional vs. Stewardship Section s
(N=78)

(df=l,76)
Average Ratinga

Social Development

TRAD

STEW

Average C!iangeb

PROB

TRAD

STEW

PROB

l.

Good listener: Willing to hear and understand what othe:rs say
anc! :eel.

6.66

7. 28

ns

2.46

2.20

ns

2.

Communication:

6.59

6.56

ns

2.75

2.56

ns

Lec1dershlp: l\bllJty to orgc111!ze and mot lvute others to accorn pl!sh
ta sk , ex('rcfses initiative.

G.68

5.96

ns

2.63

2.72

ns

4.

Giving Feedbuck: /1.ble to g ive feedback to othC'rs ln a way that
ls hC'lµful ;:, nd co:-isiderate.

6.11

6.76

ns

2.56

2 . 71

ns

5.

Soci:il Ski!!~: F0el~ comfortable when meeting new people er
talking to;:, new grnup , knows how to act in social settin(}s.

6.89

7.40

ns

2.59

2.32

ns

6.

?roblerr, solv ing: /1.ble to work well with others in solv ing
pr oblcr.:s und mu klng decisions.

6 . 65

6. 96

ns

2 . 33

2. 57

ns

7.

Resolving conflict: Able to solve conflicts without excessive
emotion or "walking out ."

6.81

6. 72

ns

2. 46

2 . 64

ns

8.

Cooperation: Willingness to alter one's plans or activities to
acco:nmodate others , wlllingness to share and be helpful, to
pull toge ther.

6.70

7.56

.023

2.39

2.44

ns

9.

Love of others: Genuine concern for the feelings and welfare of
others.

6.72

7.44

.058

2.39

2.33

ns

3.

Able to express on eself clearly and concisely.

-:!

10. 1\daptabil!ty: Accepts realities as they co me and makes the
most out of each situation.

7. 03

7 .16

ns

2.46

2.52

ns

I-'
I-'
I-'

TABLE 10

(continued)
Average Ratlnga

Emotional Devclop:!:cnt

TRAD

STEW

PROB

Average Changeb
TRAD STEW
!'ROB

l.

Self-respect: Feels worthwhlle e.nd proud of oneself without
being arrogant.

6.59

6.84

ns

2.61

2.60

ns

2.

P2.tience: Ab'.llty to wait when necessary without criticizing or
complaining; enduring , and persevering.

6.62

6.36

ns

2.39

2.52

ns

3.

Control of te:nper: Steady, not easily upset, does not get a!1g ry,
does not swecr or profane.

7.34

6.80

ns

2.25

2 .24

ns

4.

Control of feelings: Does not get jealous, envious, or resentful;
a happy and pleasant person.

6.79

6.80

ns

2.46

2.28

ns

S.

Il,mdling of criticism: Can evaluute and ilCCP.pt criticism; does
not di~tort foedbc!Ck or l>low It out of proportion.

6. 59

6.56

ns

2 .19

2.46

ns

6.

l·l.:rnd!\ng of personal problems: Can face disilpp<:intmc nts Jn life,
does not m;:ike mo~int;,ins out of molehills.

6. 86

6.9G

ns

2.67

2.33

.090

Self-awareness:

6.46

6.72

ns

2. 42

2.50

ns

7.

Rec1ll2es personal strengths ilnd weaknesses,

<1'1vare· of how one is perceived by others.

8.

Cengruence: Consistency in one' s inner feelings and outwurd
expressions, not having to pretend or to act like someone else.

7.48

7 .15

ns

2.31

2.42

ns

9.

Self-confidence: Suro of oneself, not threatened by people ln
au:hority or intimidated by assertive people .

7 . 10

6.92

ns

2.57

2.56

ns

6.39

G.60

ns

2.56

2.33

ns

10. Self-d iscipllne:

Does not procrastinate, keeps appointments,
maintains control of personal life, such as appetite. physical
exercise, and getting out o, bed.

,_,
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TABLE 11
Comparison of Observer Ratings for
Traditional vs. Stewardship
Sections

(N= l63)

(df=l, 161)

VARIABLE

TRAD

STEW

PROB

Communication

4. 73

4. 74

ns

Problem Solv ing

4.39

4.81

.057

Cooper ation

4 . 65

5. 18

.014

Leadership

4.55

4.71

ns

Overall

4.71

4. 72

ns
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It is difficult to say how this time factor affected the ratings. A possible
control for this time factor would have been to have some of the same
observers evaluate a traditional section and a stewardship section
followed by another traditional and a stewardship section; other
observers would reverse the sequence, and the entire observation
process would take place over a two-week period.
The fact that there was statistical significance in two of five
variables on the observer ratings and no statistical significance on
the self-report and peer evaluation ratings comparing traditional
and stewardship approaches could be attributed to any one of several
factors:

( 1) lack of observer reliability, (2) lack of time (sequence of

observation) reliability, (3) lack of measurement reliability , and (4)
a combination of the above . Had these confounding factors been better
controlled, the hint of superiority of the stewardship approach (as
shown by the observer ratings on problem solving and cooperation )
may have been more consistently demonstrated across the other
variables .
In any event, a one-time observation of students' abilities
to analyze a case problem and role-play a solution is an inadequate
sample from which to generalize .
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CLASS EVALUATION COMPARING TRADITIONAL AND
STEWARDSHIP TEACHING APPROACHES

Table 12 presents the findings of the student course evaluation
for th e two experimental sections and the two control sections. Both
the l ecture and the lab for the traditional a nd stewardsh ip groups were
evaluated using an analysis of variance.
For the l ecture , three of the fift een c riterion items indicated
significance at a . 05 l evel or below in favor of the stewardship approach.
Evaluation of the lab part of the 321 class showed statistical significance
on 3 items , again in favor of the stewardship approach . Significance
on 6 out of 30 items, or 20 p erce nt of the items, is considerably hig her
than chance itself and therefore shows that students experiencing
the stewardship approach evaluated their l ec t ure and their lab experience
more positively than students experiencing the traditional approach.
The 6 variables on which the stewardship approach was rated
higher were: (1) ability to lead others, (2) empathy, (3) understanding
of s e lf, (4) ability to set and achieve goa ls, (5) knowledge of the Gospel,
and (6) commitment to live the Gospel .

FINDINGS FROM STUDENT INTERVIEWS WITH
THE LAB INSTR UC TOR

The lab instructor interviewed all of the students in the stewardship sect ions a nd 80 p erce nt of the students in the traditional sections.

TABLE 12
Comparison of Lecture and Lab Course Evaluations for
Traditional vs. Stewardship Sections
(Four Sections , N=78) (df=l, 76)
Courne 13elng Evaluated
Lecture
TR1\D

STEW

Lab
PROB

TRAD

STEW

PROB

l.

Ability to lead others.

5. 43

5.76

.OS

6.31

5. 97

ns

2.

Gl'ner.:il :ccllngs of happiness with life.

4, 98

Ii, 81

ns

5.38

5. 16

ns

3.

Abihty to cc:ine, set, and achieve goals.

5.33

5.42

ns

5.67

6.61

.001

4.

Ability to und e rstand the feelings of others; empathy.

5.26

5.67

.01

6.26

6 .11

ns

5.

Ability to communicate with others .

5. 31

5.59

ns

6.48

6.11

ns

5.

Understanding of myself.

5.26

5.76

.02

6.31

6 .16

ns

7.

Ability to work effe ctively in a group.

5.26

5.54

ns

6.86

6.73

ns

B.

Knowledge of the gospel.

4, 98

5.26

.09

5 .1 0

5.66

.001

9.

Imp r oved self-esteem.

4.91

5. 08

ns

5.71

5 . 23

ns

10. Commitment to Jive the gospel.

~.98

5 .11

ns

5.26

5.61

. 03

11. G;i,Jnlng of knowledge thut wlll be useful in later life.

6.24

5.59

ns

6.88

6.73

ns

I-'
1--'

--.J

TABLE 12

(cont inued)
Cours e Being Evaluu~ed
Lecture
TRAD

STEW

12. Ability to get ulong with othe rs .

S.38

5.73

13. Self ccnfic.!encc.

5.21

14 . .l,bility to devek'I-' a nd maintain c lose friendships.

15. /\bil!ty to love and be loved .

Lub
PROB

TRAD

STE\\'

PROB

.08

6.40

6.22

ns

5.30

ns

6 . 05

5.78

ns

5.14

5.30

ns

5.52

S. 86

ns

S. 10

5 .16

ns

5.43

5 . 57

ns

,_.
,_.
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In response to the ques tion 11 What, if any, changes have resulted from
your having taken this lab?" the students receiving the traditional
human r elations training focused on intellectual and cognitive learning
whereas the students in the stewardsh ip sections tended to mention
behavioral and attitudini.11 learning more frequently.
For instance , in the traditional sections students reported
they had l0arned leadership and communication principles; they felt
they understood people better and knew more about how to work effectively
in groups.
Students in the stewardship section focused on specific
behavioral changes, i.e., listening to others with both head and
heart, breaking specific habits, improving study practices, cultivating
the habit of studying the scriptures, and praying regularly.
Those students from the stewardship sections also discussed
their goal accou ntability paper, which they submitted prior to the
interview, in which they evaluated their performance in achieving
the goals they had selected at the b eg inning of the semester. About
75 percent of them had selected goals in the following areas:

improved

physical fitness through regular exercise and wise nutrition practices
(often interpreted to mean a weight loss), engaging in more earnest
and regular prayer, and establis hing a habit of daily scripture study.
About 55 to 60 percent of the students selected the goal of developing
better study habits. About 15 p ercent of the students selected the
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goal of growing in patience and self-control. During the interview,
many of the stewardship section students reported on their progress
toward these goals in very specific terms . Most of them reported they
had achieved their goals and therefore evaluated their performance
on the goal portion of the class as very good (B grade) or excellent
(A grade) .
The findings in the inte rviews and the empirical findings in the
self-reports and peer evaluations were not consistent. This contradiction
will be discussed in the concluding chap te r along with a summary of
results.

Chapte r S

CONCLUSIONS AND DISCUSSION

DISCUSSION OF THE FINDINGS IN
THIS STUDY

This study examined the effects of human relations training,
focusing specifically on two approaches--a stewardship approach and
a traditional approach. The traditional approach used group exercises
and class discussions focused on decision making , communication, and
group participation. The stewardship approach was similar to the
traditional approach but in addition emphasized religious principles
in goal setting, class discussions, and outside readings. The effects
of these two training programs on the social , emotional, and moral
development of the students were evaluated from four kinds of
data:

questionnaires, case problem observations, course evaluations

and student interviews. It is important to recognize that in general
the data-gathering instruments did not measure actual behavior
changes. Instead they reported perceptions, observations, and
reactions. This study focus e d on reported behavior because it is
only an assumption that reported behav ior represents actual
behavior.
121
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Questionnaires
The questionnaires completed by both the students and their
peers indicated that th e human relations training did not change the
mean scores. An analysis of variance of the questionnaire pre- to
posttes t mean score gains of all groups revealed no sta tistically
significant differences. Similarly, an analysis of variance of pre- to
posttest questionnaire scores comparing the traditional and the stewardship human relations approaches indicated that t he two approaches were
not significantly diffe rent.

Case Problem Observations
An examination of the five variables in the observer ratings
indicate d that the stewardship sections performed better on problem
solving and on cooperation (p £. 05 and p:::.. 01 respectively ) . Thus,
the students in the stewardship sections apparently gained more
experience in problem solving and cooperation through their goal
selection procedures, and in receiving feedback and support from
their fellow students. However, one would suppose that these same
learning processes would also influence communication and overall
effectiveness, but neither variable show ed significant differences
between groups.
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Course Evu.luation
Statistical significance was obtained on 6 of the 30 course
evaluation items. The stewardship sections rated higher than the
traditiona l s ections on all six varia bles. It is difficult to understand
why the le cture was evaluated more favorably by students in the stewardship labs since the students in both the stewardship and traditional
approaches attended the same lectures. One possible explanation
is that th e stewardship approach of allowing students to select their
own objectives increased their sense of control in their lab experience.
This feeling of self-control might have positively influenced their
attitude toward both the lab and the lecture.
Students rated the stewardship lab much higher than the
traditional lab on three items that were particularly relevant to this
study. These three items were closely associated with the basic guiding
objectives or principles of the stewardship approach:

( 1) ability

to define, set and achieve goals (p ~. 001), (2) knowledge of the Gosp el
(p ~ . 001); and (3) commitment to live the Gospel (p ~. 03) . This
result supported the earlier reported research finding that the most
effective human relations training is that which emphasizes carefully
developed and sequenced learning activities to accomplish predetermined
obj ectives.
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Stude nt Interviews
The lab instructor interviewed 80 p er cent of the students
in the traditional sections and all of the students in the stewardship
sections. A content analysis of the data he collected in these interviews
showed a basic difference between the traditional and the stewardship
sections. In the traditional sections, learning was primarily cognitive,
intellectual , and theoretical, while in the stewardship sections learning
was behavioral and attitudinal. This finding, which appears to contradict
the empirical data, might be explained by the following:

(a} students

may have been telling their lab instructor what they wanted him to
hear. The focus in the stewardship class was on selecting and achieving
s elf-selected goals and applying the insight s of the lab experience
to their outside lives . Students may have discussed behavior and
attitude in order to improve their own grade or at least to have their
verbal expression be. congruent with their wr itten s tewardship accountability report. Forty percent of the grade in the stewardship sections
came from a chieving the self-selected goals, most of whic h were
behavioral and/or attitudinal.
(b} The student interviews may have exc:1.mined different
variables than the variables measured by the questionnaires. Therefore,
there might actually have been a significant difference between the
stewardship and the traditional sections .
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(c) Even though students in the stewardship classes reported
more behavioral and attitudinal changes , this may not have meant
that they actually implemented thos e learnings and changed their behaviors
and attitudes, at least along the lines of the variables in the questionnaire.
The lab instructor was impressed by the differences in the
interviews but was uncertain about what might have caused the
difference s.
Regardless of the explanation , the fact remains that the interview
data was not supported by the empirical questionnaire data. This
does not n ecessarily mean the data was contradictory but such a conclusion is implied. For instance, most students in interviews
reported they had achieved their regular prayer and scripture study
goals. On the pre - and posttest questionnaires, however , there were
no significant changes on the prayer and sc r ipture study variables.
Unle ss their goals were to maintain the status quo, which was very
unlikely, stud e nts r eporte d differently in the face-to-face interviews
than on the anonymous questionnaires.

Patterns of Agreemen t: Stewardship
vs. Traditional Approaches
As me ntioned earlier , the results of t he self-report and peer
data suggested that the differences between the stewardship and
traditional approaches were either not significant or attributable to
chance. However, it is also poss ible that the significant differences
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were not due to chance. Thi s possibility becomes very tenable when
one examines the consistency of the significant differences among
the different measures. For example , significant differences were
obtained on the measure of cooperation from the case study observations
(p / .01). Significant diffe rences on measures of cooperation were
also obtained from the peer evaluation data (p ~. 02) and the self-report
cooperation scores approached significance (p :::.10) . One other closely
associated variable, love of others, also produced significant
differences on some of the data. This pattern of agreement suggested
that the stewardship approach was creating a significant (but slight)
influence, increasing the cooperation of the students.

POSSIBLE EXPLANATION FOR LACK OF
STATISTICAL SIGNIFICANCE

The human relations training i n thi s study had a very small
and generally insignificant impact upon the reported behavior and
attitudes of students. Considering the goals of human relations training
to improve attitudes, skills, and interactive behavior, these results
stand as quite an indictment and cannot go unnoticed by anyone
seriously involved in human relations training.
The review of literature showed that a ttitude and behavior
changes in human relations training occurred very infrequently and
most evaluations revealed no differences.

Cherrington and Thompson

reported that of the 10 human relations classes evaluated in a junior
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collGge, only 2 were found to have had a significant impact on the
attitudes and behavior of the students. They attributed the positive
results primarily to carefully developed and integrated learning
activities geared to the accomplishment of specific predetermined
objectives. Apparently, therefore, changes depend on the nature a nd
kind of human relations training provided.
There are several possible explanations of why the human
relations training in this study was not effective and why the stewardship approach was not clearly superior to the traditional approach.
First, the class experience and the lab experiences were
not carefully synchronized. The class involved lectures on fundamental
introductory principles and theories of organizational behavior.
Its focus was intellectual and cognitive , with attitudinal and behavioral
concerns of secondary importance. While they were not necessarily
in opposition to stewardship principles, the class lectures were definitely
not supportive of the stewardship approach. The learning activites
in the lab sections had been planned and somewhat correlated with
class lectures but had not been carefully prepared and tested beforehand
to determine their effectiveness an d the right sequencing. The labs
were generally simul ations and skill exercise experiences, but they
were not necessarily reinforcing to eac h other or to the principles
presented in the lectures.
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Second, the lab instructor for the experimental sections
reported that the students in his lab sections seemed to be more interested
in human relations games and skill exercises but not seriously motivated
to focus on their own lives or do much work outside the lab section.
He perceived the students as highly grade -motivated and eager to
fulfill the minimal requirements for the best possible grade. With
a third of the course grade com ing from the lab and a good part of
the lab grade coming from participation in the lab, there would be
little grade motivation for undertaking a serious life change effort.
The stewardship sections attempted to induce behavior and
attitudinal changes through the goal selection and accountability process.
However, the basic learning activities in the lab were very similar
to the traditional sections and the exposure to stewardship principles
was quite limited--one two-hour period a week for fourteen weeks.
Without unusually strong motivation combin ed with highly stimulating
and inspiring modeling and guidance thro ugh a series of well sequenced,
coordinated, and tested learning activities, there would be little reason
to expect much behavioral and attitudinal chang e .
People's lives are a function of many forces, past and present.
Schooling is only one dimension in their lives, albeit the central one
for many students. The average student takes 15 hours of course
work each semester; the Organizational Behavior 321 or 421 course
represents 3 of those hours. In terms of grading an d credit, the lab
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experience represe nted 1 of those 3 hours or essentially l/15th of
the ncademic credit experience. Stud ents of Brigham Young University
are exposed to a gr eat deal of religious instruction. Almost all of
them are active in The Church of Jesus Christ of Latter-day Saints,
which involves several hours of religious instruction over a week's
time (Priesthood, Relief Society, Sunday School, Sacrament Meeting,
Melchizedek Priesthood MIA, home teaching, home evening, firesid e s,
service) . As students they are expected to take a two-hour religion
class each semester and are also strongly encouraged to attend a weekly
or bi-weekly devotional assembly to listen to one of the leaders of
the Church. Most of the students come from religion-oriented
backgrounds. About one-third of the students at Brigham Young University have served volunteer, non-paid two-year missions for the Church
during which they became totally immersed in religious activity and
received almost continuous human relations training through service
to others.
When one sta nds back to gain a perspective regarding the
impact of one two-hour lab expe rience in a fourteen-week period with
very limited exposure to spiritual principles, it becomes fairly apparent
why there was little reportable change in attitudes an,d behavior.
Students in the stewardship lab had relatively little exposure
to religious principles. Three elements of religion were present,
but their value was questionable because of the way they were
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integrated into lab activities . First, the r e was an occasional discussion
of religious principles and th eir possible application to the learning
activities and to the field of organizational behavior. The lab instructor
reported that this took place only a fe w ti mes over an entire semester.
Second, the students were expected to read parts of two beoks,
Spiritual Roots of Human Relations (Covey , 1970) and How to Succeed
With Peop l e (Covey, 1971), both of which attemp ted to integ rate
religious and secular knowledge and to apply that synthesis to the
solution of human problems. The students were not t ested on these
books, so th e effectiveness of this assignment ca nnot be adequately
measured.
Third, the students had some experience with the steward ship
con cep t of r eceiving a responsibility, s e lec ti ng and being guid ed by
goals c onsistent with that responsibility, and accounting at a later
da te on the achievement of those goals. This definition and app roach
to steward ship is secular in itse lf, and, while it has a religiou s flavor ,
it ignores severa l elements central to a relig ious stewardship approach.
The lab in s t ruc tor had very little p e rsonal experie nce with
or under sta nding of s tewardship princip les . He understood and
ta ught the c oncepts of goal selection and g iving progress reports.
These a re ce ntral concepts in management and organizational be havior,
not necessarily unique to u stewardship approach . In the field of
participatory manageme nt, a formalized p1·ocess called Management
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By Objectives has b een developed and used by organizations for years.
These well-developed procedure s are similar to those used by the
lab instructor in this study.

It appears, therefore, that the human relations training based
on religious principles was compartmentalized, superficial and fundam entally secular. Furthermore , since the hu man relations training did
not have a significant influence on behavior, it was generally meaningless to look for the superiority of the stewardship approach over the
traditional approach.

Further Study
The results of this study have failed to show that the stev1ard ship approach is significantly superior to the traditional approach
in changing reported attitudes and behavior.
For the reasons discussed above, the stewardship approach
used in the present study was clearly inadequate and needs to be
redesigned and tested again. The major elements which need to be
incorporated into a new design and methodology are the following:
1.

Identification of general overall objectives and guidelines.

2.

Opportunity for the students to select goals and make

plans which are in harmony with the overall course objectives and
guidelines.

132
3.

Opp·ortunity for the students to give progress reports and

to amend their goals and pl ans at one or t wo juncture points during the
semester.
4.

A final accountability p roc e dure wherein students use

the approved criteria, established in their goals and plans statement,
to evaluate their progress toward their goals .
5.

Carefully designed and sequenced learning activities

(some general, some individualized) in the cla ss, for the lab and for
homework, which help the students achieve their goals.
6.

Ex plicit encouragement to integrate religious and human

relations principles in individua lized g oa l selection, class discussions,
outside r eading, and life's activities in general.
7.

The use of small groups for discussion and role playing,

for social support and reinforcement, a nd for fee dback and testing
purposes .
8.

Teache r-lab instructors who are committed to being sources

of help to the students in accomplishing their goals.
9.

Explicit instruction regarding how human relations

knowledge, skills and attitudes are inevitably, although indir ectly,
developed through family , church, and extra- curricular school activities.
10.

Use of several sources of data for evaluation and grading

purposes, including (a ) perceptual data (self-discernment and peer
evaluation) , (b) performance data based on the criteria established
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in the stewardship (goals and plans statement) , which might include
such items as accomplishing c er ta in ob servab l e or measurable goals
in the various areas of r esponsibility of one ' s life.
The quality of the course vvould be improved by continually
examining the behavior and perceptions of the students. This evaluation
needs to be carefully designed to avoid experimental bias and to provide
a solid basis for drawing conclusions.
The criteria used to evaluate the effectiveness of the course
should be carefully considered to reflect the overall learning and
character objectives of the course.
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SELF-REPORT RESEARCH QUESTIONNAIRE

We would like to ask you to rate yourself regarding several aspects of your life. We
are gathering this information for research purp oses. This information will be
strictly confidential and we would like you to be fully honest and sincere. If you
would rather not answer any question for whatever r eason, feel free to leave it blank.
Please rate yourself as you are now and t hen indicate •Nhether there ha s been any
change within the past few months. Use the following 9-point scale to rate yourself regarding your relative strength or weakness on each item.

1 - A Serious Weakness or Problem
2 - A Noticeable Weakness
3 - A Moderate Weakness
4 - A Slight Weakness
5 - Averag e

6
7
8
9

-

A Slight Strength
A Moderate Strength
A Significant Strength
One of My Outstanding Strengths

Then put a mark indicating if there has been a change in the p ast few months.
- if it has tended to get worse
0 if there has bee n no change
-f if it has tended to improve
-t- If there has been a great improvement

+
Rating

Cha nge
_ _ _ 1.

Personal prayer: Pray frequently, prayers are meaningful.

_ _ _ 2.

Self-respect: Feel worthwhile and proud of oneself without being
arrogant.

---

3.

Good lis.tener: Willing to hear and understand what others say and feel.

_ _ _ 4.

Scripture study : Earnestly study the scriptures daily.

_ _ _ 5.

Patience: Ability to wait when necessary without criticizing or complaining;
enduring , and persevering.

_ _ _ 6.

Communication:

_ _ _ 7.

Church attendance: Attend church regularly, have a reverent and worshipful attitude.

_ _ _ 8.

Control of temper: Steady, not easily upset, do not get angry, do not
swear or profane.

Able to express o neself clearly and concisely.
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9. Leadership: Ability to organize a nd motivate others to accomplish a task,
exercises initia live.
_ _ _ 10. Fasting: Observe the law of the fast regularly and willingly, combine
fasting with prayer and payme nt of a fast offering.
_ _ _ 11. Control of feelings: Do not get jealous, envious, or resentful; a happy
and pleasant person.
12. Giving Feedback:
and considerate.

Able to give feedback to others in a way that is helpful

____ 13. Con cern for poor and needy: Willing and anxious to help those who are
in need.
_ _ _ 14. Handling of criticism: Can eva luate and accept criticism; do not distort
feedback or blow it out of proportion.
_ _ _ 15. Social skills: Feel comfortable when meeting new people or talking to a
n ew g roup, know how to ac t in social settings.
_ _ _ 16. Willingness to accept assignments: Willing to go out of the way tc do
what is asked.
_ _ _ 17. Handling of personal problems: Can face disappointments in life, do
not make mountains out of molehills.
_ _ _ 18. Problem solving: /1.ble to work well with others in solving problems
and making decisions.
~
_ _ _ 19. Magnify church calling: Put a lot of thought and effort into fulfilling
a call to s e rve.
_ _ _ 20. Self-awareness : Realiz ing personal strengths and weaknesses, aware
of how one is perceived by others.

_ _ _ 21. Resolving conflict: Able to solve conflicts without excessive emotion
or "wa lking out".
____ 22. Missionary ac tivity : Seek for opportunities to share the gospel, aware of
the importance of setting an examp le.
_ _ _ 23 . Congruence: Consistency in one's inn er feelings and outward expressions,
not having to pretend or to act like someone else.

_ _ _ 24. Cooperation: Willingness to a lter one ' s plans or activities to accommodate
others, willingness to share and be helpful, to pull together.
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Rating

Change

---

_ _ _ 25. Sabbath observance: Curtail secular activities and entertainment , plan
for worshipful and spiritual activities .

_ _ _ 26. Self- confidence : Sure of oneself, not threatened by peop le in authority
or intimidated by assertive people.
_ _ _ 27. Love of others: Genuine concern for the feelings and welfare of others.
_ _ _ 28. Avoid pornographic literature: Personally decide to avoid pornographic
movies, maga2ines, pictures, and book s, etc .

_ _ _ 29. Self Discipline: Do not procrastinate, keep appointments , maintain control
of personal life, such as appetite. physical exercise , and g etting out of bed.
_ _ _ 30. Adaptability: Accept realitie s as they come and make t he most out of each
situation.
Age_Sex

Year in School: Freshman _ _ , Sophomore _ _ , Ju nior __ , Senior

Marital Status: Single ___ Married

Grade Point Average in High School
(A =4. 0)
College _ _ __

Three additional forms are a ttache d. We would like to ask you to detach them and give
them to three of your roommates or close fr iends and ask them to r a te you. Please tell
them that you will never see their evaluation of you and please do not look at it even
if they offer to show it to you.
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S.S. Number

---------

PEER REPORT RESEARCH QUESTIONNAIRE

We would like to ask you to rate the individual who gave you this form. We are
gathering thi s information for research purp oses. This information will be
strictly confidential and we would like you to be fully honest and sincere. If
you cannot, or would rather not answer any question for whatever r eason, feel
free to leave it blank. Please do not return t his form to the person you ra ted or
even show it to them. They will tell you where to send it.
Please rate this person as they are now and then indicate whether they have
changed within the past few months. Use the following 9-point scale to rate
them regarding their r e lative strength or weakness on each item.

1 - A Serious Weakness or Problem
2 - A Noticeable Weakness
3 - A Moderate Weakness
4 - A Slight Weakness
5 - Average

6 - A. Slight Strength
7 - A Moderate Strength
8 - A Significant Strength
9 - One of My Outstanding Stre ngths

Then put a mark indicating if there has been a change in the past few months.

- if it has tended to get worse
0 if there h as been no change
+u it has t ended to improve
4- + if there has been a great improvem ent
Rating

Change
_ _ _ 1.

Personal prayer: Pray frequ e ntly, prayers are meaningful.

_ _ _ 2.

Self-respect: Feel worthwhile and proud of oneself without being
arrogant .

_ _ _ 3.

Good listener: Willing to hear a nd underst3nd what others say and feel.

_ _ _ 4.

Scripture study: Earnes tly study the scriptures daily.

_ _ _ 5.

Patie nce: Ability to wait when necessary without criticizing or complaining;
enduring, and perseve ring.

_ _ _ 6.

Communication: Able to express oneself cl early and concisely.

- - - 7.

Church atten dance:
ful attitude.

Attend church regularly, have a reverent and worship-
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Rating

Ch ange
·8. Control of t emper: Steady, not easily upset, do not get angry, do not
swear or profane.
9 . Leadership: Ability to organize and motivate others to accomplish a task,
exercises initiative.
_ _ _ 10. Fasting: Observe the law of the fast r egularly and willingly, combine
fasting with prayer and payment of a fast offering .
_ _ _ 11. Control of feelings: Do not get jealous, envious, or resentful; a hap py
and pleasant person.
_ _ _ 12. Giving Feedback:
and considerate.

Able to give feedback to others in a way that is helpful

_ _ _ 13. Concern for poor and needy :
in need.

Willing and anxious to help those who are

_ _ _ 14 . Handling of criticism: Can evaluate and accept criticism; do not distort
feedback or blow it out of proportion.
_ _ _ 15. Social skills: Feel comfortable when meeting new people or !3.lking to a
new group, know how to act in social settings.
_ _ _ 16. Willingness to accept assignments:
what is asked.

Willing to go out of the way to do

_ _ _ 17. Handling of personal problems: Can face disappointments in life, do
not make mountains out of molehills.
18 . Problem solving: Able to work well with others in solving problems
and making decisions .
_ _ _ 19 . Magnify church calling:
a c all to serve .

Put a lot of thought and effort into fulfilling

_ _ _ 20 . Self-awareness: Realizing personal strengths and weaknesses, aware
of how one is perceived by others.
_ _ _ 21. Resolving conflict:
or "walking out" .

Able to solve conflicts without excessive emotion

_ _ _ 22. Missiona ry activity: Seek for opportunities to share the gospel. aware of
the importance of setting an exam ple.
_ _ _ 23. Congruence: Con sistency in one's inner feelings and outward expressions,
not having to pretend or to act like someone else.
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Rating

Change
_ _ _ 24. Cooperation:

Willingness to alte r one's plans or ac tivities to accommodate
others, willingness to share and be helpful, to pull together.

_ _ _ 25. Sabbath observance:

Curtail secular activities and entertainment, plan
for worshipful and spiritual activities.

_ _ _ 26. Self-confide nce : Sure of oneself, not threatened by people in authority
or intimidated by assertive people.
_ _ _ 27. Love of other s: Genuine concern for the feelings and welfare of others .
____ 28. Avoid pornographic literature: Personally decide to avoid pornographic
movies, mag ilzines, pictures, and books, etc.
_ _ _ 29. Self Discipline: Do not procrastinate, keep appointments, maintain control
of personal life, such as appetite, physical exercise. and getting out of bed .
_ _ _ 30. Adaptability: Accept realities as they come and make the most out of each
situation.
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OBSERVER RA TING FORMS

Group #_ _ _ _ _ _ _ _ _ _ _ __

Section

------

Observer

---------

1.

Communicatio n: capacity to express fee lings and convictions with courage balanced
with consideration for the feelings and convictions of others.

2.

Problem-solving: ability to gather and diag nose data (material, feelings, and perceptions), select objectives, identify and evaluate alternatives , and make a decision.

3.

Cooperation: tendency to adopt a win-win strategy; that is, reach a decision by mutual
agreement witho ut abdication or resentment.

4.

Leadership : initiative, confidence, and consideration .

5.

Overall effectiveness: ability to work together, sort out order in an ambiguous situation,
derive a significant solution.

Name _ _ _ _ _ _ _ _ _ _ __
Low

1.

2.
3.
4.
5.

Communication
Problem -solving
Cooperation
Leadership
Overall

1
1
1
1
1

Name _ _ _ _ _ _ _ _ _ _ __
High

2
2
2
2
2

3
3
3
3
3

4
4
4
4
4

5
5
5
5
5

6
6
6
6
6

7
7
7
7
7

Name _ _ _ __ __ _ _ __

Communication
Problem -solving
Cooperation
Leadership
Overall

Name

1
1
1
1
1

3
3
3
3
3

4
4
4
4
4

S
5
S
5
5

2.
3.
4.
5.

6
6
6
6
6

7
7
7
7
7

1
1
1
1
1

3
3
3
3
3

4
4
4
4
4

5
5
5
S
5

6
6
6
6
6

7
7
7
7
7

1234567

1 2 3 4 5 6 7
1 2 3 4 5 6 7
1 2 3 4 5 6 7

Low
1.

2.
3.
4.
5.

Communication
Problem -solving
Cooperatio n
Leadership
Overall

High

1 2 3 4 5 6 7
1 2 3 4 5 6 7
1234567

1 2 3 4 5 6 7
1 2 3 4 5 6 7

-----------

High

2
2
2
2
2

High

1 2 3 4 5 6 7

------------

Name

-----------

Communica tion
Problem-solving
Cooperation
Leader s hip
Overall

4.
5.

High

2
2
2
2
2

Low

1.

2.
3.

Communication
Problem-solving
Cooperation
Leadership
Overall

Name

Low
1.
2.
3.
4.
5.

Low
1.

Low
1.

2.
3.

4.
5.

Comm unication
Problem-solving
Cooperation
Leadership
Overall

1
1
1
1
1

High

2
2
2
2
2

3
3
3
3
3

4
4
4
4
4

5
S
5
5
5

6
6
6
6
6

7
7
7
7
7
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CASE STUDY USED IN COLLECTING
OBSERVER DATA

Universal Telephone Company

You are one of five employees of a telephone company--one
foreman and four repairmen. The repairman's job requires diagnostic,
social, and muscular skills--he must be able to climb poles, work with
cu stomers, and install and repair te lephone equipment. The foreman
has an office at the garage where he assigns each repairman his work
for the day. Each repairman is assigned his own truck and works alone.
The repairmen take great pride in the appearance and good running
order of their trucks. There is a rumor that a new truck may be
available soon.
Some facts about the repairmen and their trucks are as follows:
Walt

12 years with company, foreman

George

17 years with Company, 2-year old Ford

John

11 years with company, 5-year old Dodge

Charlie

5 years with company, 3-year old Ford

Hank

3 years with company, 5-year old Chevrolet.

Most of the work is in the city, but John and Charlie also cover the jobs
in the suburbs.
In acting your part in role playing , accept the facts as given
as well as assuming the attitude supplied in your specific role. From
this point on let your feelings develop in accordance with the events
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that transpire in the role playing process. When facts or events arise
that are not covered by the roles , make up things which are consistent
with the way it might be in a real-life situation.

ROLE FOR WALT MARSHALL, FOREMAN

You are th e foreman of a crew of rep airme n each of whom drives
a small service t r uck to an d from his various jobs . Every so ofte n you
get a new truck to exchange for an old one, and you have the problem
of deciding to which of your men you should give the new truck. Often
there are hard feelings beca use eac h man seems to feel he is entitled
to the new truck so you have a tough tirr.e being fair. As a matter of
fact, it .usually turn s out that whatever you decide , most of the men consider
it wrong. You now have to face the same iss ue again because a new
truck has just been 2.lloca ted t o you for distribution. The n ew truck
is a Chevrolet.
In order to handle this problem, you have decided to put the
decision to the men themselves. You will tell them about the new truck
and will put the problem in te rms of what would be the most fair way
to distribute the truck. Don 1t take a position yourself because you want
to do what the men think is most fair.

ROLE FOR WALT MARSHALL, FOREMAN

You are the for eman of a c rew of repcirmen each of whom drives
a small service truck to and from his v ar ious jobs. Every so often you
get a new truck to exchange for an old one, and you have the problem
of deciding to which of your men you should give the new truck . Often
there are hard feelings because each man seems to feel he is entitled
to the new truck so you have a tough time b eing fair. As a matter of
fact, it usually turns out that whate ver you decide, mos t of the men consider it wrong. You now have to face the same issue again because
a new truck has jus t bee n allocated to you for distribut h n . The new
truck is a C hevrolet . If you want the t ruck in your der.,2r tment you must
notify top manage me nt and also t ell them how all the t r:.: :; ks in your d epartme nt are assigned. Top management must have this mi::no in one hour.
Since you don't know much about each man's truck, you may
want to talk with each man separately and get more information to help
you make a decision.
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ROLE FOR HANK

You have the poores t truck in the crew. It i s five years old,
and before you got it, it had been in a bad wreck. It has never been
good and you've put up with it for three years. It's about time you got
a good truck to drive, and it seems only fair that the next one should
be yours. You have a good accident r ecord. The only accident you
had was when you sprung the door of Charlie's truck when he opened
it as you backed out of the garage. You hope the new truck is a Ford
since you prefer to drive one.

ROLE FOR CH.ARLIE

The heater in your present truck is inadequate . Since Hank
backed into the door of your truck it h2.s n ever bee n repaired to fit right.
The door lets in too much cold air, and you attribute your frequent
colds to this. You wa nt to have a warm truck since you have a great
d eal of driving to do. As long as it has good t ires, brakes , and is comfortable
you don't care about its mc.ke.

ROLE FOR JOHN

You have to do more d r iving than most of the other men because
you work in the suburbs. You have a fairly old truck and you fe el you
should have the n ew one because you do so much drivi ng.

ROLE FOR GEORGE

When a new Chevrolet truck becomes available, you think you
should get it because you have most seniority and don't like your present
truck. Your own car is a Chevrole t, and you prefer a Chevrolet truck
such as you drove before you got the Ford.
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COURSE EVALUATION FORM

We would like to know what this course has done for you. Has it changed your behavior?
Has it changed the way you think? Are you any different as a result of this course?
Use the 9-point rating scale below to evaluate the lecture and the laboratory.

1 - Extremely Negative
2 - Quite Negative
3 - Moderately Negative
4 - Slightly Negative
5 - No Change

6
7
8
9

-

Slightly Positive
~.!;oderately Positive
Quite Positive
Extremely Positive

If the course has had no change or no effect on you, write a 5. If the change wa s slightly
positive write a 6. If the change was slightly negative, write a 4, and so forth.

Lecture
1.

Ability to lead others.

2.

General feelings of happiness
with life.

3.

Ability to define, set, and
achieve goals.

4.

Ability to understand the
feelings of others; empathy.

5.

Ability to communicate with others

6.

Understanding of myself.

7.

Ability to work effectively in
a group.

8.

Knowledge of the gospel.

9.

Improved self-esteem.

Lab

10. Commitment to live the gospel.
11. Gaining of knowledge that will
be useful in later life.

12. Ability to get along with others.
13 . Self confidence.
14. Ability to develop and maintain
close friendships.

15. Ability to love and be loved.

---

EFFECTS OF HUMAN RELATIONS TRAINING ON THE SOCIAL,
EMOTIONAL AND MORAL DEVELOPMEN T OF STUDENTS I
WITH EMPHASIS ON HUMAN RELA TIONS TRAINING
BASED UPON RELIGIOUS PRINCIPLES
I

Stephen R. Covey
Department of Church History and Doctrine
D.R.E. Degree, August 1976

ABSTRACT
The effects of human relations training on 222 stud e nts in
\
organizational behavior la bs were measured in this study. Eighty students were randomly assigned to one of four sections taught by the
same instructor--two traditional sections and two stewardship sections-in a Solomon Four-Group Exp erime ntal Design. The two stewa rdship
sections used individu alized g oal selection and accountability proce dur·es
with discussions and readings incorporating religious principles. Four
data-ga thering instruments were used to measure the social, emotional,
and moral d evelopment of the students . A one-way analysis of variance
on pre- and postte st questionnaires fro m all 222 students showed no
significant diffe renc es among any of the groups. Postti-eatment
observation ratings, class ratings, and stude nt interviews from the 80
students in the tr 2.ditional and stewardsh ip sections showed some
significant, but slight gains for the stewardship sections. The results
of the comparison between traditional and stewardship methods were
probably not generally significant because stewardship principles were
not rigorously applied. Another study using tighter methodology to
integrate instructional procedures with religious and human relations
principles was recommended.
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